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³$VZHOLYHZHJURZDQGRXUEHOLHIVFKDQJH7KH\PXVWFKDQJH                                                                          
/So I think we should live with this constant discovery.                                               
/We should be open to this adventure in heightened awareness of living.                                  
/We should stake our whole existence on our willingness to explore and experience´  
 Martin Buber (cited in Hodes 1972) 
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Abstract 
 
7KHWHUPµEXUQRXW¶ZDVFRLQHGDOPRVWIRUW\\HDUVDJRDQGVLQFHWKHQWKH
phenomenon of burnout in general and WHDFKHUV¶EXUQRXWLQSDUWLFXODUKDVEHFRPHDQ
extensively investigated area. It seems, however, that in the sea of data, figures and 
inventories, the voice of the individual teacher, the one who faces the daily 
challenges, is often lost. The current piece of research is an existential 
phenomenological exploration intent on voicing the subjective experiences of eight 
Israeli women who chose to become teachers in Israeli public schools, but chose to 
leave the teaching profession shortly thereafter, of their own accord. Using 
interpretative phenomenological analysis (IPA), the semi-structured interviews were 
DQDO\VHGDQGWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHVZHUHFOXVWHUHGDURXQG
four superordinate themes reflecting four existential dimensions (physical, social, 
psychological and spiritual). The findings shed light on daily encounters with 
ontological givens, such as uncertainty, loneliness and isolation, freedom and 
meaninglessness. Examining the experience of burnout through the lens of the 
existential phenomenological approach may help to open a new avenue for helping 
teachers, as well as other professionals, who face daily existential challenges which 
lead to burnout. Further existential-phenomenological studies of this phenomenon are 
recommended. 
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Chapter 1: Introduction 
People often start their new careers with high hopes, idealism, expectations 
and great motivation. However, as soon as we feel that our work is meaningless; if we 
think our work makes no difference to others nor to the world; if we start to feel 
stressed, tired or disappointed; if we feel we have failed, then the process of burnout 
begins. (Brock and Grady 2000, Malach-Pines 2002a; 2004). 
This project looks at the experiences of eight Israeli women who chose to 
become teachers and started their teaching careers both enthusiastic and highly 
motivated, yet decided to leave those careers after several years at school. 
Almost 40 years have passed since Freudenberger (1974) identified the 
phenomenon of burnout. Since then, thousands of pieces of research, involving 
thousands of participants of almost every sector of workers have been conducted. This 
research has identified the symptoms and the causes of burnout, suggested ways to 
measure it and listed its most significant characteristics. 
Teachers were the largest homogenous occupational group that researchers 
have investigated in their attempts to understand the phenomenon of burnout 
(Malach-Pines 2002b). 
The high rate of teacher burnout indicates that this is a serious problem that needs 
proper attention. HoweverGHVSLWHH[WHQVLYHUHVHDUFKRQWKHSKHQRPHQRQRIWHDFKHUV¶
burnout (see eg.: Anderson and Iwanicki 1984, Farber 1991, Farber and Miller 1981, 
Fives, Hamman and Olivárez 2007, Langle 2003, Malach-Pines 2002a; 2002b,  
Schaufeli, Bakker, Hoodguin, Schaap and Kladler 2001, Tomic, Evers and Brouwers 
2004, Tomic and Tomic 2008, Weisberg and Sagie 1999), most studies only focus on 
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the physical, psychological and emotional symptoms of burnout. The majority of 
these studies were not conducted in a way that gave voice to the subjective experience 
of the individual teacher.  
Among the studies of teacher burnout that included Israeli participants, some 
pointed out that this group suffer significant burnout (Weisberg and Sagie 1999), 
whilst other showed the opposite (Malach-Pines 1984; 2004; 2011). Previous 
research, however, did not focus on teachers who left their jobs. 
Furthermore, looking at burnout from an existential phenomenological 
perspective is rather rare. A small number of studies included existential aspects, but 
these researches focused on a specific aspect, and did not look at burnout as a 
reflection of ontological aspects of existence. 
In this project, I therefore aim to explore and describe the subjective 
experience of eight individual Israeli women who initially chose to become teachers 
in Israeli public schools but decided to leave their jobs after less than 10 years. In 
order to voice the subjective experience of these eight women and to ensure an 
existential-phenomenological framework, I used Interpretative Phenomenological 
Analysis (IPA) and the four existential dimensions of existence as a framework. 
According to the data published by the Israeli Ministry of Education (2012), 
76% of the Israeli students between the ages 6 to 18 are studying in public schools. 
Almost 81% of the teachers in Israel, according to the Israeli central bureau of 
statistics (200) are women. All eight participants of this study are therefore Israeli 
women who chose to teach in Israeli public schools. 
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Their initial choice to become teachers in public schools in Israel led them into 
a specific environment, a system with its own conditions, rules and givens, over 
which they had no control. Using Heidegger's (1962) terminology, their initial choice 
"threw" them into certain context which had limitations, over which they had no 
control.  
For example, the basic framework of teachers in the Israeli educational system 
is fixed by the regulations published by the Israeli Ministry of Education (2011). 
Under these, full time teachers at elementary, secondary and high schools are 
expected to spend 36 hours at school during each 5-day week during term time, with 
their duties including group and face-to-face meetings with students and others as 
well as front-line teaching. 
2IILFLDO³DWVFKRRO´ZRUNLQJKRXUVGHSHQGRQLQGLYLGXDOFLUFXPVWDQFHVVXFK
as full-time or part-time employment, being employed at elementary school or high 
VFKRROWKHGHWDLOVRIFROOHFWLYHDJUHHPHQWVEHWZHHQWHDFKHUV¶XQLRQVDQGVFKRROVDQG
so on), but the concept is always the same. Full-time teachers in Israel spend a 
significant time at school each week, but they are also expected to dedicate a great 
deal of out-of-school time to school-related activities like trips, holiday celebrations 
with the children and their parents, phone calls, lesson preparation and marking. 
With their work occupying so much of their lives, both in thought and time, it 
is safe to say WKDWVFKRROFDQEHVHHQDVWKHWHDFKHUV¶VLJQLILFDQWenvironment where 
they live and through which they experience the world. 
This study therefore describes the experience of eight Israeli women in this 
significant environment. It starts with a literature review describing the developments 
in the study of burnout throughout the last 40 years, as well as the symptoms and 
14 
 
causes of it. It presents the four existential dimensions of existence that were used as a 
framework in this study. 
It then presents the methodology and my choice to use IPA in this study, as 
well as the way IPA was used in order to analyse the data collected. 
The next section, the findings, then SUHVHQWVWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLU
school teaching experiences, grouped according to four superordinate themes and 
emergent sub-themes. This section is followed by a discussion and analysis chapter 
WKDWGLVFXVVHVWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHDVVHHQWKURXJKDQ
existential phenomenological lens as well as through other theoretical frames. The 
discussion and analysis section presents the existential anxieties experienced in each 
superordinate theme, proposing that burnout is an existential phenomenon that reflects 
the way employees experience ontological limitations at their workplace. 
The conclusion chapter summarises the project and includes reflections on the 
strength and weakness of this project, clinical implications and suggestion for further 
studies. 
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Chapter 2: Literature Review 
Over the past four decades, more than 4,800 books and articles documenting 
and discussing different aspects of burnout have been published (Malach-Pines 2011). 
Tens of thousands of participants around the world have taken part in thousands of 
studies describing and trying to explain this phenomenon. Symptoms, causes and 
methods of prevention have been described as scholars investigated the nature of 
burnout as manifested in care workers, social workers, nurses, doctors, dentists, 
mental health workers, psychologists, managers, clerks, high-tech employees, waiters, 
police officers, engineers, industrial workers, operators, managers, clergymen, 
teachers and many others (Malach-Pines 2011, Maslach, Schaufeli and Leiter 2001, 
Schaufeli, Leiter and Maslach 2009). 
As oQHRIWKHPRVWLQYHVWLJDWHGSKHQRPHQDRIWKHODVW\HDUVEXUQRXW¶VIXOO
complement of aspects is impossible to present. This chapter presents the main 
developments in its study, the main symptoms described in the literature and the main 
causes of what is now recognised as a phenomenon that negatively affects both 
individuals and society. 
2.1  Burnout ± definitions and research developments 
The enormous body of literature mentioned above means that the term burnout 
is now so widely known and used that it has become almost a cliché. It is common to 
hear someone complaining of burnout, whether in a chat over coffee or a serious 
debate. 
Burnout has become an intensively studied existential phenomenon and an 
everyday word, but the term itself is relatively new. It stands on the borderline 
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between social psychology of work and the psychology of stress (Etzion, Kafri and 
Pines 1982), having become a label for many phenomena, interpreted in many 
different ways. That might make the term difficult to define (Shmerling 1999). 
Burnout was introduced to the scientific community and to the public in the 
1970s, with Freudenberger being the first researcher to identify its symptoms 
(Malach-Pines 2002b, Langle 2003). In his 1974 study, Freudenberger described a 
number of symptoms observed among volunteers working for aid organisations. He 
described exhaustion, irritability and cynicism, all of which developed after several 
months of great dedication and enthusiasm. Freudenberger described these people as 
suffering from burnout, meaning that they had reached a state of frustration or fatigue 
induced by devoting themselves to a cause, way of life, or relationship that had failed 
to produce the expected reward (Freudenberger 1974). 
The main purpose of FrHXGHQEHUJHU¶VHDUO\VWXGLHVDQG0DVODFK¶VVWXG\
in which she interviewed human services workers and learned about the stress they 
suffered at work, was to identify and to describe the basic phenomena of burnout 
(Angerer 2003, Maslach et al. 2001). A central contribution of these early studies was 
in creating the ground for understanding that burnout is common, but it was still 
regarded as something that occurred only in jobs that involved contact with others 
(Tomic and Tomic 2008). 
Studies of burnout from the 1970s were conducted mainly among care-giving 
and service occupations, in the context of the relationship between the provider of a 
service and its recipient. They suggested that those occupations are very demanding 
and often lead the worker to experience emotional exhaustion (Angerer 2003, Malach-
Pines 1984, Maslach el al. 2001). These studies found that, in order to protect 
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themselves, workers developed cynicism and depersonalisation, as well as emotional 
distance from and negative attitudes towards service recipients (Maslach et al. 2001). 
In the 1980s, researchers focused mainly on assessing burnout and developing 
scales to measure it (Angerer 2003, Maslach et al. 2001). Several measures were 
developed, the most popular scale being the Maslach Burnout Inventory (MBI), 
accepted internationally and widely used today. Over 90% of burnout research 
protocols, articles and dissertations use this scale (Schufeli et al. 2001). Also known 
as the MBI-Human Service Scale (MBI-HSS), it is a self-report questionnaire, 
developed by Maslach and Jackson (1981) and based on their definition of burnout. 
They described burnout as: 
A syndrome of emotional exhaustion and cynicism that occurs frequently 
DPRQJLQGLYLGXDOVZKRGR³SHRSOH-ZRUN´RIVRPHNLQG$NHy aspect of the 
burnout syndrome is increased feelings of emotional exhaustion. (Maslach and 
Jackson 1981, p99) 
The Maslach Burnout Inventory (Maslach and Jackson 1981), based on those 
primary dimensions of burnout, includes references to the following three aspects: 
1. Emotional exhaustion, with symptoms such as chronic fatigue, sleep 
disturbance and other disorders, diffuse physical problems and proneness to 
illness. 
2. Depersonalisation and dehumanisation, such as negative, cynical attitudes 
towards colleagues and those who seek aid as well as feelings of guilt and 
skimping on work. 
3. Reduced efficiency and discontent with achievement, such as subjective 
feelings of impotency, failure and of lack of recognition. 
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Since burnout was initially thought to exist only among those GRLQJµSHRSOH-
ZRUN¶RIVRPHNLQG0DVODFKand Jackson 1981), the MBI was designed using terms 
relevant to workers in the human services field. 
In 1986, Maslach, Jackson and Leiter developed the MBI-Educator Survey 
(MBI-ES or MBI-E) in response to the growing scholarly interest in burnout 
experienced by teachers (Angerer 2003, Malach-Pines 2011, Maslach et al. 2001). 
The focus of burnout studies in the 1980s was still on very specific occupations: 
human services, including the aid and education professions. 
A lesser known tool to measure burnout, used in 5% of studies (Schaufeli et al. 
2001), is the Burnout Measure (BM) designed by Pines, Aronson and Kafri (1981). 
The BM is a self-report questionnaire, dHYHORSHGXQGHUWKHLQIOXHQFHRI3LQHV¶VDQG
$URQVRQ¶VGHILQLWLRQRIEXUQRXW 
A state of physical, emotional, and mental exhaustion caused by long-term 
involvement in situations that are emotionally demanding. (Pines and 
Aronson 1988, p9) 
 
The design of the BM self-questionnaire, unlike that of the original version of 
MBI, is not limited to particular professions. It includes 21 items, evaluated on seven-
SRLQWIUHTXHQF\VFDOHVWKDWDOORZUHVHDUFKHUVWRDVVHVVWKHOHYHORIWKHSHUVRQ¶V
physical, emotional and mental exhaustion (Malach-Pines 2005). 
In the 1990s, empirical research into burnout continued and extended into 
several new avenues. The concept of burnout was applied to other occupations: 
managers, military services, computer technology and clerical posts. When it became 
clearer that burnout is not profession-specific, a new version of MBI, the Maslach 
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Burnout Inventory General Scale (MBI-GS) was introduced in 1996. The items in 
MBI-GS are more generic and do not refer specifically to a certain group of 
employees. Nevertheless, the same three dimensions of burnout (emotional 
exhaustion; depersonalisation; reduced efficiency) originally indicated by Maslach 
and Jackson (1981) stayed in the core of this questionnaire (Schaufeli, Leiter, Maslach 
and Jackson 1996) 
Statistical tools were more widely used in 1990s studies and many previously 
unconsidered potential influences of burnout were now examined. Longitudinal 
research allowed measurement of the continual effect of long-term parameters such as 
the working environment (Maslach et al. 2001). Other studies worked towards 
differentiating depression and job dissatisfaction from burnout, which was now 
proved a distinct phenomenon (Bakker, Schaufeli, Demerouti and Janseen 2000). 
Over a thousand studies on this topic were published in the 1990s. 
The study of burnout has continued into the new century. Now that it has 
become clear that burnout appears in every occupation, researchers are trying to 
identify subtle differences between the different occupations. Attention is given to the 
nature of the job itself (and its conditions) instead of merely to the relationship 
between the employee and the customers or service receivers. Different studies try to 
explain this phenomenon through the lenses of different psychological approaches. 
Table 1 (see next page) summarises the developments in the study of burnout:
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Table 1: Main focus and contribution of burnout studies along the years 
  The term burnout was coined and early research initiated. Burnout 
identified for the first time as a common phenomenon among aid workers, 
care givers and service occupations. Exhaustion, irritability, and cynicism 
identified as being among the main characteristics of burnout. 
1970s 
 Focus on developing and  assessing scales to help in identifying and 
quantifying burnout. The MBI developed to measure emotional exhaustion, 
depersonalisation and reduced efficiency. The BM developed to measure 
levels of physical, mental and psychological exhaustion. The main interest 
of the studies is limited to human services, aid and education professions. 
1980s 
  Burnout research extended to occupations like managers, military services, 
computer technology and clerical. Statistical tools come into widespread 
use. Studies look for potential influences related to environmental 
conditions rather than merely interpersonal aspects.  Longitudinal 
researches are carried out. 
1990s 
 Researchers now understand that burnout appears in every occupation and 
start searching for subtle differences or unique characteristics of burnout 
among different groups and working conditions. Attempts made to explain 
the phenomenon through lenses of different approaches. 
2000s 
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2.2 The symptoms and characteristics of burnout 
In almost 40 years of study, researchers have described many characteristics of burnout. 
It is apparent that the intensity of the burnout experience, the length of its existence, its 
frequency and consequences all differ from person to person. However, three basic elements can 
be found in most published burnout studies: physical, emotional and psychological exhaustion 
(Malach-Pines 2011, Pines et al. 1981). 
2.2.1 Symptoms of physical exhaustion 
The symptoms of physical exhaustion related to burnout include feelings of low energy or 
lack of energy, chronic and general fatigue and overall weariness and exhaustion (Malach-Pines 
2011, Moss 1989). Somatic symptoms include headaches, neck and shoulder pain, muscular 
tension, changes in eating habits, weight changes and sleeping problems. A person undergoing 
burnout may feel tired throughout the day but be unable to sleep at night (Moss 1989). 
Studies have shown links between heart attacks and burnout. Reinhold (1996) found a 
relationship between cardiovascular emergencies and stress at work. Brock and Grady (2000) 
described insomnia, dizziness, nausea, allergies, skin problems, stiffness, menstrual disorder and 
breathing difficulties. They also found that sore throat, swollen glands, digestive problems and 
proneness to infections characterise burnout. 
Ulcers, gastrointestinal disorders, lower back pain and flare-up of pre-existing medical 
disorders like asthma, high blood pressure and diabetes have also been reported as symptoms of 
burnout (Stanley 2004). Researchers have shown that burnout is characterised by a tendency to 
catch colds frequently and to complain of constantly feeling generally unwell. Other symptoms 
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reported include a tendency to suffer injuries at work, at home or in car accidents as a result of 
physical exhaustion (Malach-Pines 1984; 2011). 
Malach-Pines (2011) reported a typical complaint of a person suffering physical 
symptoms of burnout: 
Although the week had just started, I arrived at the office with a tremendous fatigue. 
For eight hours at work I tried to find myself a quiet corner where I can lay my head 
on the table and catch a quick nap. All I can do is to dream of the moment when I 
UHWXUQKRPHDQGFUDZOLQWRP\EHG(YHQGHDWKGRHVQ¶WIULJKWHQPHbecause in death 
I see the only way I can sleep with nobody ever waking me up. Nevertheless, when I 
ILQDOO\UHWXUQKRPH,FDQ¶WIDOODVOHHSDVWKHSUREOHPVDQGSUHVVXUHVZRQ¶WOHWJRRI
me. (Malach-Pines 2011, p24) 
 
People suffering burnout report dreams in which they fly for their lives. Some of them 
turn in their despair to alcohol, cigarettes, food, tranquilisers and other drugs (Malach-Pines 
2011, Maslach 1982). Sudden death resulting from overwork, known as karoshi, has also been 
reported by Reinhold (1996) as a phenomenon known in Japan. 
2.2.2 Symptoms of emotional exhaustion 
Emotional symptoms of burnout are similar to those observed in cases of clinical 
depression. They include feelings of helplessness, and hopelessness as well as believing oneself 
to be at D³GHDGHQG´ 
These emotional symptoms include feelings of exhaustion, loss of emotional energy and 
functional decrease (Friedman and Lotan 1985). They may include an inability to form new 
relations or to maintain present ones as well as a feeling of loneliness, self-pity and a wish to be 
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left alone (Malach-Pines 1984; 2011). Friends and family are seen as demanding rather than as a 
source of support (Moss 1989). 
The individual undergoing burnout experiences an emotional void and feelings of 
disappointment, along with nervousness and a short temper. Malach-Pines (2011) reported a 
typical statement: 
I am trying to avoid looking into the eyes of those who come seeking my help. I have 
QRSDWLHQFHIRUWKHPRUIRUWKHLUSUREOHPV6RPHWLPHV,IHHOOLNHVD\LQJ³:KRFDUHV"
<RXWKLQN\RXDUHWKHRQO\RQHZKRKDVSUREOHPV"´ (Malach-Pines 2011, p25) 
 
In extreme situations, suicide is contemplated (Moss 1989). The sufferer feels there is 
nothing left to offer to self or family and may experience a sense of running in a dark and endless 
tunnel (Powel 1993). Anger and frustration are also common among the emotional symptoms 
(Stanley 2004). 
2.2.3  Symptoms of psychological exhaustion 
Psychological symptoms of burnout include negative attitudes towards oneself, work, 
other people and life in general (Langle 2003, Moss 1989). Interest in work is lessened, self-
esteem is lowered and the sufferer starts to feel inferior and an outsider. 
Other psychological symptoms include developing negative opinions towards others, 
depersonalisation and cynicism. Discovery of once-hidden attributes in oneself, such as rudeness 
and contempt, have also been reported as psychological symptoms of burnout (Malach-Pines 
2011). Another typical symptom is thinking of oneself as of a useless and incapable person 
(Powell 1993), with a sense of distress and failure in pursuit of ideals. Psychological exhaustion 
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leads to distancinJRQHVHOIFRJQLWLYHO\IURPRQH¶VZRUN and finding difficulty in gaining a sense 
of accomplishment and effectiveness (Fives, Hamman and Olivárez 2007). 
Malach-3LQHVUHSRUWHGDW\SLFDOVWDWHPHQWUHIOHFWLQJSV\FKRORJLFDOH[KDXVWLRQ³,
made up my mind WKDWLIWKH\ZHUHYLFWLPVIRUVRORQJWKH\SUREDEO\JRWZKDWWKH\GHVHUYHG´ 
(p26). 
Many of the psychological symptoms of burnout, like the emotional and the physical 
ones, are dangerous signs. They develop slowly through three main stages, labelled by Daley 
(1979) as: 
1. Alarm stage, in which the individual uses defence mechanisms, trying to cope with the 
stressing situation. 
2. Resistance stage, in which the individual becomes rigid, isolated from others and cynical. 
3. Exhaustion stage, in which the individual experiences the extreme symptoms of burnout. 
Table 2 (see next page) summarises the main symptoms of burnout, in each of the three 
main groups of symptoms: 
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Table 2: The main symptoms of burnout 
 
 
 Low energy, chronic general fatigue, overall weariness and exhaustion. 
  Somatic symptoms such as headaches, neck, shoulders, back and 
muscle pains. Breathing difficulties, sore throat, swollen glands, 
dizziness and allergies. 
 Changes in eating habits, digestive problems and severe weight 
changes. 
 Sleeping problems and insomnia. 
 Flare-up of pre-existing medical disorders. 
Main Symptoms of Physical Exhaustion
 Loss of emotional energy and feelings of void. 
 Inability to form new relationships or to maintain existing ones. 
 Loneliness, self-pity and a wish to be left alone; experiencing friends 
and family as demanding rather than as a source of support. 
 Feelings of disappointment, accompanied by nervousness and a quick 
temper. 
 Feelings of hoplessness. 
Main Symptoms of Emotional Exhaustion 
 Negative attitudes towards oneself, work, others and life in general.  
 Depersonalisation and cynicism.   
 Lowered self-esteem, experiencing oneself as incapable and useless. 
 Cognitive distance from surroundings. 
 Failure in pursuit of ideals. 
Main Symptoms of Psychological Exhaustion 
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2.3  Causes of burnout 
Previous studies have not only found a large number of symptoms of burnout, they have 
also defined many causes of and contributors to burnout. For example, work overload is named 
as one of the main cause of burnout. Freudenberger (1974) initially saw the source of burnout as 
prolonged overwork and exhaustion. Friedman and Lotan (1985), Malach-Pines (1984) and 
Maslach et al. (2001) all had similar views ± that burnout results from on-going, demanding and 
stressful work. The workload leads to loss of emotional energy as well as functional decrease, 
thus causing burnout. A paradoxical finding of those studies is that employees who are especially 
committed to their work are more likely to experience burnout, because they tend to work too 
long and too intensely (Anderson and Iwanicki 1984, Fives et al. 2007, Freudenberger 1974, 
Maslach and Jackson 1981, Maslach et al. 2001, Malach-Pines 1984; 2011). 
The second cause of burnout mentioned in many of the studies is lack of appropriate 
reward to compensate for high emotional, physical and psychological requirements. In a society 
that constantly becomes more and more competitive, employers demand more from their 
employees but fail to increase reward in line with those demands. The employee then 
experiences disappointment, frustration and anger (Angerer 2003, Tomic and Tomic 2008, 
Malach-Pines 2011, Maslach 2001). 
A third frequently-reported cause of burnout is the nature of the work that employees 
must do. Many studies examined burnout among carers for severely injured, incurable or 
terminal patients. These workers have to witness and deal with pain, misery, death and difficult 
scenes on a daily basis, becoming ever more aware of their inability to help or cure in the way 
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that they had hoped when they started their careers (Farber 1983, Malach-Pines 2011, Maslach 
and Jackson 1981, Moss 1989). 
A fourth cause, explored in many of the studies, is negative working conditions, or at 
least the absence of positive ones. Comparative studies were made by looking at employees who 
all held similar jobs in different locations (Malach-Pines 2011). This study and similar ones 
discovered that working conditions have a crucial effect on burnout. 
Poor communication in the workplace is a fifth reported cause of burnout. This includes 
relationships with superiors, colleagues and service recipients. Social support in the workplace 
was found to slow the process of burnout, while its absence increased it (Friedman and Gavish 
2003). Poor relationships lead the individual to experience loneliness, to feel less appreciated at 
work and to question his or her ability to do their job. Some studies refer to this experience as 
absence of fairness (Maslach 2001, Angerer 2003, Malach-Pines 2011). 
A sixth cause of burnout relates to an individual experiencing their work as unethical or 
immoral, going on to question the nature of the job and their own morality or values (Maslach et 
al. 2001, Angerer 2003). 
Other causes of burnout include personality differences, inability to cope with stress, 
cultural issues, objective incapability and perceived lack of talent (Malach-Pines 1984; 2011).  
Eventually, as Maslach and Jackson (1981) explained, the causes mentioned above lead 
to depleted emotional resources and a feeling of having nothing more to give. 
Figure 1 (see next page) VXPPDULVHVWKHOLWHUDWXUH¶VILQGLQJVRIWKHPDLQFDXVHVDQG
symptoms of burnout:  
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Figure 1:  Causes and symptoms of burnout 
 
Although burnout studies have been applied to almost every sector and type of 
occupation, nurses, doctors, social workers, police officers, managers and teachers have 
predominated as subjects (Malach-Pines 2002a; 2011, Brock and Grady 2000). As this study 
concentrates on burnout in teachers, the next section explores research into that subject. 
2.4  Teachers' burnout 
Researchers started studying teachers' burnout shortly after the phenomenon was identified 
by the scientific community, and in fact teachers are the largest homogenous occupational group 
to have been investigated ± 22% of all samples (Malach-Pines 2002b). 
Burnout 
Exhaustion: 
    1. Physical 
    2.  Emotional 
    3.  Psychological       
Prolonged overwork
Lack of sufficient reward
Emotionally difficult nature 
of work
Negative working conditions
Poor communication
Unethical or immoral job
Other causes
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The common, easily recognisable symptoms of teachers¶ burnout include anger, anxiety, 
restlessness, depression, fatigue, boredom, guilt feelings, cynicism and psychosomatic reactions, 
leading in extreme cases to emotional collapse (Farber and Miller 1981). On the professional 
level, there is significant decrease in teaching abilities, an increase in long absences from school, 
extreme rigidity towards students, loss of high expectations from students and low commitment 
to both teaching and students. Burned out teachers lack motivation, patience and a positive 
outlook towards their job (Farber 1991). 
Many studies have attempted to explain the reasons behind burnout among teachers. 
Malach-Pines (2002b) concluded that these reasons were: difficulties in managing disruptive 
students; student violence and apathy; poor relationships between students and teachers; lack of 
administrative support in dealing with discipline problems; poor salaries; lack of job mobility; 
public pressure; budget cuts; demanding parents; excessive paper work and testing; lack of voice 
in decision-making; and lack of feedback from colleagues and administration. 
Anderson and Iwanicki (1984) described teachers' burnout as governed by emotional 
exhaustion, in which the teachers feel they have given all they had to give. Fully dedicated to the 
job, they had invested all the effort and energy they possessed and had finally run out of all 
resources. 7KHVWXG\RIWHDFKHUV¶EXUQRXWKDVGHYHORSHGWRWKHSRLQWZKHUHFives et al. (2007) 
found that burnout starts during the teaching training programme. 
Do teachers in Israel suffer significant burnout? Malach-Pines conducted several cross-
cultural studies, comparing levels of burnout among managers, nurses and teachers (Malach-
Pines 1984; 2004; 2011). Her initial assumption was that the tense political situation would tend 
to increase levels of burnout, as knowledge that war is a constant and immediate threat, that the 
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economic situation is challenging and that living costs are high all add to the pressure, especially 
as Israel is a very small country with few opportunities and little choice of work. 
Her assumption was justified, as Israeli participants reported high levels of exhaustion 
and negative working conditions as well as longer hours and lower salaries than their American 
counterparts. Nevertheless, their level of burnout was lower. The explanation arrived at was that 
Israelis are less competitive and more sociable than Americans are. Additionally, the Israeli 
participants said that the on-going threat made them value life more; they saw their jobs not 
merely as a means to earn money or gain personal growth, but as a way to contribute to society 
and as a place to find meaning. Although these studies do not confirm the existence of significant 
burnout among Israeli teachers, they do show the needs of teachers to feel they contribute, to 
gain psychological reward and to find meaning in their jobs. 
Weisberg and Sagie (1999), however, did report significant burnout in Israeli teachers ± 
so significant that teachers were deciding to leave teaching. Their research examined three 
dimensions of burnout: physical, mental and emotional exhaustion: 
Physical exhaustion probably emerged as dominant among Israeli teachers 
because the physical working conditions for teachers in Israel are particularly 
difficult. About 40 students with different cultural backgrounds are normally 
grouped in one class and compared with educational facilities in western 
countries, many of the buildings and classrooms are often shabby. Teaching loads 
are heavy and wages are relatively low. (Weisberg and Sagie 1999, p338) 
 
The above VWXG\VXSSRUWVWKHSUHPLVHWKDWWHDFKHUV¶ZRUNLQJFRQGLWLRQVLQ,VUDHODIIHFW
burnout. 
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It is also important to mention that since burnout was considered a job-related syndrome, 
nearly all previous studies were conducted DWWHDFKHUV¶ZRUNSODFHVWKXVRPLWWLQJDQ\ERG\ZKR
had already left because of burnout (Schaufeli et al. 2001). A clearer distinction therefore needs 
to be made between burnout among teachers (and other workers) who are still working despite 
their burnout and those who have decided to leave their job because of it. 
Paine (1982) had already propounded the idea that there are actually two types of 
burnout: burnout stress syndrome and burnout stress disability. The first suggests a state of 
being that, although debilitating, allows sufferers to continue working, while the second refers 
to a much more serious state with such severe symptoms of distress that the employee is forced 
to stop work. Burnout stress disability may be seen as the end state of the burnout process 
(Schaufeli et al. 2001). 
1XPHURXVDVSUHYLRXVVWXGLHVRIWHDFKHUV¶EXUQRXWDUHYHU\IHZKDYHEHHQPDGHIURP
existential-phenomenological perspectives, and those focused on the issues of meaning and 
fulfilment. As Tomic and Tomic wrote: ³:H do find studies, in which burnout viewed within 
the framework of existential psychology, was explained as a lack of existential meaning in one's 
ZRUN´ (2008, p15)  
Tomic and Tomic (2008) conducted a study in the Netherlands, focusing on existential 
fulfilment and burnout among teachers and principals. They pointed out the absence of meaning 
in their jobs and related it to burnout (Tomic and Tomic 2008). Langle (2003) conducted an 
earlier study about meaning and fulfilment, examining existential meaning and existential 
vacuum and finding a link with psychological exhaustion. Two more studies, conducted by 
Malach-Pines (2002a; 2002b) combined an existential approach with psychoanalytic and 
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psychodynamic approaches. The first study examined only one teacher's experience, whilst the 
second was a cross-FXOWXUDOVWXG\%RWKORRNHGDWEXUQRXWLQWKHFRQWH[WRIRQH¶VQHHGWRILQG
existential significance in life and claimed that the choice to become a teacher is an unconscious 
RQHURRWHGLQFKLOGKRRGH[SHULHQFHV7KHLQDELOLW\WRIXOILORQH¶VXQFRQVFLRXVQHHGDQGILQG
significant meaning in a teaching career leads to burnout, according to these studies. 
Both studies, although they touched existential aspects, were not purely existential, as 
they were combined with other approaches and focused on childhood and the unconscious. This 
shifts the focus from existentialism to the psychoanalytic and psychodynamic approach.  
All researchers that consider the existential perspective have emphasised the importance 
of further existential exploration of teachers' burnout. 
2.5  Existential dimensions of existence 
In order to explore one's experience in the world, such as looking at one's experience of 
burnout, an observer needs to look at the conditions and the context that gave rise to that 
experience (Willig 2001). Using existential terminology, it is necessary to look at one's Dasein.  
Dasein, a German term coined by Heidegger (1962), translates as being there, being-in-
the-world (Cohn 2002), or everyday being there (van Deurzen-Smith 1997). It suggests that, as 
human beings, we are always part of a wider context. We are never isolated from any context but 
understand our being through constant interaction with the world we exist in (Spinelli 2005, van 
Deurzen 1997). 
To distinguish the universal from the specific Dasein, Heidegger (1962) suggested 
considering two levels of being-in-the-world, the ontological and the ontic. 
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The term ontological refers to the general givens, or basic terms, of existence. They are 
relevant to all human beings as a direct result of being thrown into this world (Cohn 1997, 
Spinelli 2005). For example, we are all limited in time, as temporality is a given of existence. 
The term ontic refers to the specific and particular way in which each individual faces the 
ontological givens, embodies them, understands them and responds to them (Cohn 1997, Spinelli 
2005). For example, somebody seeing greying hair in a mirror makes the ontological discovery 
that age increases with time, but may react ontically in one of several ways, perhaps through 
denial, the use of hair dye or a resolution to use the rest of life more efficiently. 
,QVSLUHGE\DQGH[SDQGLQJRQ+HLGHJJHU¶VLGHD%LQswanger (1958; 1963) suggested 
three simultaneous dimensions of being-in-the-world: the Umwelt, the physical dimension, which 
forms the environment within which a person exists; the Mitwelt, the social dimension, which is 
the world of social relation one experiences; and the Eigenwelt, the psychological dimension, 
which includes the privately experienced world of an individual (Frie 2000, Spinelli 2007, van 
Deurzen-Smith 1997).  
To these three, van Deurzen-Smith (1988; 1997) added a fourth, the Uberwelt or spiritual 
dimension, which is related to the spiritual being and the meaning an individual finds in the 
world he or she exists within, so that ontologically, wherever people go, they are always 
involved in a four-dimensional world (van Deurzen-Smith 1997). 
Figure 2 (see next page) illustrates the four dimensional world in which people are 
involved. 
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            Figure 2: Being in a four dimensional world 
These four interlinked dimensions of existence, as van Deurzen (1988) describes, provide 
a guiding map through which one can learn about people¶s subjective experience in the world. 
They may help in exploring and clarifying the way ontological givens are reflected in one¶s ontic 
experience.   
Following the principles of the existential-phenomenological approach, the current 
research  does not seek to cure or explain. Rather, it seeks to explore, describe and clarify the 
subjective existential experience within the given challenge. The current study should go beyond 
the topics of fulfilment and meaning already explored. Instead, in the spirit of existentialism, it 
aims to open new horizons in the field of burnout and to enable consideration of this well-
investigated phenomenon as an existential experience ±neither good nor bad, but simply in 
existence. 
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This research may shed light on wider existential themes than those that it specifically 
examines. It may bring to light existential issues such as isolation, freedom, existential guilt, 
authenticity and responsibility. It may open a new avenue for describing burnout among human 
beings in general and among teachers in particular, as well as among teachers in general and 
among teachers in Israel in particular. 
2.6 Conclusion 
Burnout has been identified and intensively investigated over the past four decades. An 
enormous number of published researchers around the world have tried to explore, explain and 
prevent this phenomenon. 
The symptoms of burnout can be clustered into three main groups: symptoms of physical 
exhaustion; symptoms of mental exhaustion; and symptoms of psychological exhaustion. 
Many causes for burnout have been discovered, most of them linked to negative working 
conditions and effort invested for poor mental, psychological or materialistic reward. 
Researchers have investigated burnout in teachers more than in any other group, with 
22% of all burnout studies involving them. They conclude that Israeli teachers suffer significant 
burnout. 
Several studies have looked at teachers' burnout from an existential point of view. They 
IRXQGWKDWPHDQLQJDQGIXOILOPHQWZDVPLVVLQJLQWHDFKHUV¶H[SHULHQFHDWZRUNWKXVOHDGLQJWR
burnout. 
It is a great challenge for me to add my own input to such a well-investigated subject. The 
task has stimulated me to be creative and open to new ideas as well to produce some original 
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ideas. This is the first study to examine this phenomenon through an existential-
phenomenological lens, trying to listen to the subjective experience of the individual yet look at 
burnout through a wider spectrum of existential dimensions, ontically (personally) and 
ontologically (generally). This research may add another layer to the exploration and 
XQGHUVWDQGLQJRIWHDFKHUV¶EXUQRXWDVDQH[LVWHQWLDOSKHQRPHQRQ 
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Chapter 3: Methodology and Method 
3.1 Methodology 
3.1.1 Aims 
7KLVVWXG\LVTXDOLWDWLYHDVLWLVEDVHGRQILQGLQJV³DERXWSHUVRQV¶OLYHVOLYHG
H[SHULHQFHVEHKDYLRXUHPRWLRQVDQGIHHOLQJV´6WUDXVVDQG&RUELQp11). It is designed to 
look at the lived experience of eight women in the Israeli public schools where they once 
worked. It aims to come as close as possible to an understanding of their subjective experience at 
those schools, and to look at their human experiences from an existential perspective, in a wider 
context of existence. 
Interpretative Phenomenological Analysis (IPA) was adopted as a method to engage with 
the transcribed text generated from the interviews. A phenomenological approach, IPA is usually 
considered inductive, but I have chosen to use the four existential dimensions of existence 
described by van Deurzen-Smith (1997) as an anchor for this study. 
6QDSHDQG6SHQFHUSVWDWHG³,WLVLPSRUWDQWWRrecognise that there is no single 
DFFHSWHGZD\RIGRLQJTXDOLWDWLYHUHVHDUFK´$VWKHSXUSRVHRIWKLVVWXG\LVWRlook at the 
SDUWLFLSDQWV¶OLYHGH[SHULHQFHDWWKHVFKRROVZHUHWKH\ZRUNHGWKURXJKDSKHQRPHQRORJLFDO-
existential lens, the four existential dimensions serve as a map or specific framework, enabling 
RQHWROHDUQDERXWSHRSOH¶VRULHQWDWLRQLQWKHZRUOGYDQ Deurzen-Smith 1997). 
Theoretical frameworks have been used in several IPA studies in the past. For example 
Green, Payne and Barnitt (2004), who investigated illness amongst people with non-epileptic 
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seizures. It was also employed in the study of Turner and Coyle (2000), who examined the 
experience of 16 offspring donors and the meaning they found by making their donations. My 
framework for this study, the four existential dimensions of existence, is a structured one that 
will enable me to analyse the partiFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHZKLOHPDLQWDLQLQJDQ
existential frame. 
The phenomenon of burnout is well investigated already, but almost none of the research 
has offered both a phenomenological approach and an existential-phenomenological perspective, 
which is my aim with this study. 
3.1.2 A phenomenological approach 
IPA is one of several phenomenological approaches to qualitative research. All 
phenomenological research methods seek to describe human experience from the individual's 
SHUVSHFWLYHWU\LQJWRFDSWXUHWKHSDUWLFLSDQWV¶SXUHVWH[SHULHQFHDQGWKHLUSHUFHSWLRQRIWKDW
experience. 
The term phenomenology originates from the Greek word phainomenon ĳĮȚȞȩȝİȞȠȞ
which means to appear, to come into light. Logos ȜȩȖȠȢFRPHVIURPa Greek verb which means 
to say. The philosopher Edmund Husserl (1859-1938) is considered to be the founder of 
phenomenology as a philosophical approach to knowledge (Cohn 1997), but it was the Swiss 
philosopher Johann Heinrich Lambert (1728-1777) who first combined phenomenon and logos 
into the German word phänomanologie in 1764, to refer to his theory of appearance. The 
philosophers Immanuel Kant (1724-1804), George Wilhelm Hegel (1770-1831) and Alexander 
Hamilton (1755-1804) also used this term in their works (Berrios 1989). 
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However, Husserl was the first philosopher to develop phenomenology into a 
philosophical system that grew to become a philosophical movement. The movement was 
continued by the German philosopher Martin Heidegger (1889-1976), the French philosophers 
Maurice Merleau-Ponty (1908-1961), Jean-Paul Sartre (1905-1980) and others (Smith, Flowers 
and Larkin 2009). 
$FFRUGLQJWR+XVVHUO
VLGHDVHDFKPDQ¶VH[SHULHQFHRIWKHZRUOGLVDXQLTXHLQWHQWLRQDO
construct that contains directional and referential attentions (Spinelli 2005). This understanding 
led Husserl to develop the founding principle of phenomenology, that an experience should be 
examined in the way and terms that it occurs. Thus, the task of phenomenology is to find ways 
through which one can overcome the interpretational layers that are added to experience and 
unavoidably change our perception of it (Spinelli 2005, Smith et al. 2009). 
Husserl was especially interested in finding ways in which one can describe the 
intentional experience accurately, without using any prior knowledge, biases or explanations. 
This, according to Husserl, can only be achieved E\³JRLQJEDFNWRWKHWKLQJVWKHPVHOYHV´ (cited 
in Smith et al. 2009, p1). 
To achieve this, one must use reduction, suspending everything that is not actually 
experienced and bracketing all assumptions, prejudices and expectations when facing other 
SHRSOH¶VH[SHULHQFH7KLVDSSURDFKHQDEOHVRQHWRJHWDFORVHUPRUHLPPHGLDWHFRQWDFWZLWKWKH
experience itself (Cohn 1997). 
In practice, the phenomenological method consists of three inter-related steps: 
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1. The rule of Epoche, or bracketing. This step urges the phenomenologist to suspend or 
EUDFNHWDOOKLVRUKHUSUHMXGLFHVELDVHV¶H[SHFWDWLRQVDQGDVVXPSWLRQV$SSO\LQJWKLV
rule allows full openness to the immediate experience. 
2. The rule of description. This rule invites the phenomenologist to describe rather than 
WRH[SODLQ:KLOHSHRSOH¶VLPPHGLDWHLQVWLQFWLVWRH[SODLQDQGXQGHUVWDQGWKHUXOHRI
description allows one to stay longer with the lived experience before trying to make 
sense of it and find its logics. 
3. The rule of equalisation. This rule prevents the phenomenologist from judging, 
deciding which parts of the observed experience is more or less important. It invites 
the phenomenologist to give equal space to all aspects of the actual experience (Cohn 
1997, Spinelli1997; 2005) 
 
These phenomenological ideas and principles created ground for the growth of 
phenomenological research methods, which aim at capturing and describing the lived experience 
of the individuals. However, it is crucial to remember that applying these steps is not easy in 
practice ± it is actually impossible to apply the rules perfectly. Into every encounter, the observer 
brings a fraction of his or her own previous knowledge and perceptions, and is unable to make a 
complete disconnection from past experiences. Although phenomenology provides a suitable 
way to describe the experience of human beings, it does have its limitations. 
IPA offers a way to overcome these difficulties whilst still taking a phenomenological 
approach to research. It adopts a phenomenological attitude as Husserl suggested, and is also 
influenced by the phenomenological and existential perspectives of Heidegger, Merleau-Ponty, 
and Sartre.  
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In line with Heidegger's (1962) views, IPA considers phenomenological inquiry as an 
interpretative process, and sees phenomenological investigation as a process through which a 
meaning that has been hidden or concealed appears. As such, it acknowledges the idea that the 
researcher will unavoidably have some degree of interpretation through the process of revealing 
WKHKLGGHQPHDQLQJDQGWU\LQJWRPDNHVHQVHRIWKHH[SHULHQFHRIWKHSDUWLFLSDQWV¶6KLQHERXUQH
2011). Nevertheless, IPA requires the researcher to apply the phenomenological rules, as much 
as it is possible, to be reflective, to apply a phenomenological attitude and follow methodical 
steps. These steps are presented in the following section.   
3.1.3 Interpretative Phenomenological Analysis ± IPA 
IPA, devised by Jonathan Smith, is suitable for use when trying to find out how 
individuals perceive a particular situation and how they make sense of their personal and social 
worlds. It was first used as a distinctive psychological research method in the mid-1990s 
(Shinebourne 2010), aiming to enable researchers to capture the qualitative and experiential 
dimensions of psychology. It involves detailed examination of the individual lived experience 
and the way people make sense of it. At the same time, it maintains its dialogue with mainstream 
psychology. 
IPA is influenced by three main fields of philosophy: phenomenology; hermeneutics; and 
idiography. Husserl's phenomenology, presented in the previous section, gave IPA a rich and 
solid base for the examination and comprehension of lived experience (Shinebourne 2011). As 
such, it adopts a phenomenological attitude and a process of reduction. It also follows the three 
phenomenological rules: the rule of bracketing; the rule of description; and the rule of 
equalisation. 
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IPA also adopts a hermeneutic approach, which encounters the experience or text in a 
way that allows the meaning behind the appearance to be understood. In that respect, IPA is also 
influenced by the phenomenological-existential perspectives of Heidegger, Merleau-Ponty and 
Sartre which, as explained by Shinebourne (2011) ³FRQVLGHUHGWKHSHUVRQDV embodied and 
HPEHGGHGLQWKHZRUOGLQDSDUWLFXODUKLVWRULFDOVRFLDODQGFXOWXUDOFRQWH[W´ (p18) 
)ROORZLQJ+HLGHJJHU¶VYLHZRISKHQRPHQRORJLFDOGHVFULSWLRQDVDPHWKRGWKDW
inevitably involves some degree of interpretation, IPA also sees the phenomenological work of 
the researcher as a process involving interpretation.  
IPA acknowledges the fact that interpretation is part of phenomenology and allows 
IUHHGRPIRUWKHUHVHDUFKHUWRORRNIRUWKHPHDQLQJWKDWPD\EHFRQFHDOHG³E\WKHSKHQRPHQRQ
mode oIDSSHDULQJ´6KLQHERXUQHp19). 
IPA is also considered idiographic as it aims for an in-depth exploration of a particular 
experience of a small group of cases, where each case is analysed separately. Similarities and 
differences in each case help to produce a detailed account of patterns of meaning, while keeping 
the subjective experience of the individual. It is also a starting point for a process of analysing 
several cases for more general claims (Shinebourne 2010). 
The data analysis in IPA is an iterative, complex and creative process. It requires the 
UHVHDUFKHU¶VUHIOHFWLYHHQJDJHPHQWLQLQWHUDFWLRQZLWKWKHSDUWLFLSDQW
VQDUUDWLYHDQGPHDQLQJ
but remains flexible enough to enable possibilities to emerge during the interview. It leaves room 
for fluidity and flexibility, but at the same time offers a frame for the analysis. Once transcribed, 
the data is analysed through a four-stage process, as described by Shinebourne (2010), Smith et 
al. (2009) and Langdridge (2007). These stages will be explored later in this paper. 
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To sum up, IPA is a phenomenological research method, as it focuses on the detailed 
exploration of the unique personal lived experience of a certain engagement with the world. It is 
also phenomenological in its exploration of the way that participants make sense of their 
experience. It is concerned with trying to understand the experience from the point of view of the 
participant. At the same time, it is aware and acknowledges that understanding the events must 
be mediated by the context of cultural and socio-historical meaning. It is interpretative as it 
recognises WKHUROHRIWKHUHVHDUFKHULQPDNLQJVHQVHRIWKHSDUWLFLSDQWV¶H[SHULHQFHV 
As this research aims to be phenomenological-existential in its approach, to capture the 
subjective experience of the individual, allow room for interpretation of the researcher, look at 
the wider context of the phenomenon and enable a more general understanding, I found IPA to 
be suitable for this study. 
 
3.1.4 Alternative phenomenological research methods considered 
Before choosing IPA, I considered whether other phenomenological methods may be 
more suitable. As I did so, two questions occupied me: 
a. Should I choose a more constructed method or an unconstructed one? 
b. Should I choose a method that would be more descriptive or more interpretative?  
A constructive research method ensures disciplined creation of a theory formed by 
examining collected data. It ensures transparency and provides a solid basis for establishing a 
phenomenological study as legitimate and acceptable (Yerushalmi and Lichtentritt 2010).One 
RSWLRQZDV*LRUJL¶VPHWKRGRORJ\URRWHGLQWKH'XTXHVQHVFKRRODQGRIIHULQJDSUHVFULEHG
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method of data analysis. Its four steps include reading and rereading the transcript; identifying 
units of meaning; transforming units of meaning to psychological language; and transforming 
units of meaning into constructive units that describe the experience of the participant. 
These steps are repeated for all transcripts, and their results then used to refine the new 
PXWXDOXQLWVRIPHDQLQJLQWRWKHSURGXFWVRIWKHUHVHDUFK*LRUJL¶VPHWKRGLVFRQVLGHUHG
constructed and empirical because it is based on facts and creates the basis for understanding the 
phenomenon through a repetitive experience of people (Ehrich 2005). 
Rather than favouring a constructed method to transform phenomenological research to 
empirical research, Bar-On and Sheinberg-Tas (2010) claim that phenomenological qualitative 
research should not pretend to be empirical or scientific. Instead, it should aim to offer a point of 
view from a particular perspective without presuming that this is the only explanation of the 
phenomenon. I tend to agree with this perception. In this particular research, I want to look at a 
certain phenomenon and offer a way to explore and understand it, but I do not pretend to claim 
that there are no other ways to do that. 
The absence of a constructed method may be challenging, but it is also advantageous as it 
offers me, as a researcher, the freedom and manoeuvrability to allow a larger variety of insights. 
It allows space to take a fascinating and unexpected journey to the deepest realms of the 
phenomenon (Yerushalmi and Lichtentritt 2010). This perception matches with the existential 
approach that claims that people live in an unexpected world and we must be able to contain all 
we encounter in the unpredictable journey of life. 
As I want to maintain a position of having no previous expectations and to maintain the 
ability to be surprised, I also considered grounded theory, which has often served as an 
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alternative to IPA (Smith et al. 2009). It was invented by Glaser and Strauss (1967) as an 
inductive approach. Grounded theory directs the researcher to approach research with a 
theoretical question but without any specific assumptions or expectations (Bar-On and 
Sheinberg-Tas 2010). This method, dominated by positivism, aims to generate a theoretical level 
account of a particular phenomenon (Smith et al. 2009). 
Accordingly, this method requires a relatively large number of samples, and thus risks 
losing the voice of the individual participant. As I wanted the option to voice the subjective 
experience of the individual, large samples would not have been suitable, so I ruled out grounded 
theory. 
The other main issue I had considered, as mentioned previously, was whether I would 
prefer a more descriptive analysis or whether I should allow room for interpretation. This issue 
UHODWHVWRWKHTXHVWLRQRIZKHWKHULWLVQHFHVVDU\WRDFFHSWWKHSDUWLFLSDQWV¶ZRUGVDVWKH\DUHRr 
to maintain the freedom to see other layers of the unspoken and unrevealed. 
The first tendency in both qualitative and phenomenological researches is to want to 
DFFHSWWKHSDUWLFLSDQWV¶ZRUGVDVWKH\DUH%DU-On and Sheinberg-Tas 2010). A 
phenomenologicaOGHVFULSWLYHPHWKRGRORJ\VXFKDV*LRUJL¶VIRUH[DPSOHUHPDLQVDWWDFKHG
VROHO\WR+XVVHUO¶VSKHQRPHQRORJ\DQGIRFXVHVRQWKHZLVKWRFUHDWHDSUHFLVHGHVFULSWLRQRI
human nature (Ehrich 2005). Applying Husserl's phenomenology strictly, especially the rules of 
bracketing and description, allow one to get as close as possible to the pure description of the 
original experience. 
On the other hand, hermeneutic approaches, like IPA, support the possibility of 
interpretation. Hermeneutic approaches claim that it is impossible to avoid interpretation. 
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Although phenomenology always aims to describe before explaining, some scholars within the 
phenomenological approach differentiate between those who insist on description alone and 
those who are also interpretative or hermeneutic. The later ones see that interpretation is an 
unavoidable part of understanding the world (Finlay 2009). Thus, interpretation is not an added 
extra, but is a part of phenomenology (Heidegger 1962). I tend to accept the statement that 
interpretation cannot be completely avoided, so as a researcher I have to be aware of my 
limitations. 
Although it can be argued that the division between descriptive and interpretative 
methods is artificial (Finlay 2009, Langdridge 2008), I tend to think that a sense of modesty is 
required of me while I approach the issue of human limitation. I therefore preferred the 
hermeneutic interpretative approaches, which include IPA. 
Phenomenological research can be done in many ways. However, following the aims of 
this particular study and my wish to give voice to the individual while looking through a wider 
perspective; my wish to describe and leave room for interpretation; my need for a framework 
that will also leave freedom; and my wish to be open to all that may arise, I see IPA as the most 
suitable method. 
 
3.2 Methods 
3.2.1 Ethical consideration and recruitment 
Ethical approval for this study was given by the Psychology Department of Middlesex 
University and the New School of Psychotherapy and Counselling in London. Having gained 
approval, I sent an advertisement about the study to several institutes and schools, inviting 
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potential participants to contact me. The participants were selected purposively, according to IPA 
guidelines (Shinebourne 2010). The interviews were carried out in Israel and the criteria were 
that the participants were Israeli women who had worked for up to ten years in one or more 
public school in Israel before deciding, on their own initiative, to leave school as their place of 
work.  
The decision to focus on women only based of the fact that the vast majority of teachers 
in Israel are women. According to data published by the Israeli Central Bureau of Statistics 
(2004), 88.5% of the teachers in elementary schools, 83.7% of the teachers in secondary classes 
and 70% of the teachers in high schools in Israel are women. Furthermore, according to the 
planning and budget committee of the Israeli council for higher education (2012), 79% of the 
students in the academic higher education institutes for teachers are women (Klein-Avishai 
2012).  
 Selective recruitment, as Shinebourne (2010) explains gives: ³DFFHVVWRDSDUWLFXODU
SHUVSHFWLYHRQWKHSKHQRPHQRQEHLQJVWXGLHG´ ( p7). In line with the suggestion of Smith et al. 
(2009) to interview between four and ten people, I decided to recruit eight participants. 
To give voice to all experiences of all participants, IPA requires a deep exploration and 
thorough analysis of each transcript. These tasks require time, reflection and dialogue, 
necessitating smaller sample size. Although this may be seen as a disadvantage of IPA, it is 
important to remember that the small number of participants does allow deeper and richer 
analysis that gives voice to individual experience. 
A large number of participants would tend to inhibit the ability to analyse the data 
successfully (Smith et al. 2009, p52), while small samples allow the use of direct quotes taken 
48 
 
from all transcripts. This gives YRLFHWRDOOSDUWLFLSDQWVZKLOHDOORZLQJWKHUHVHDUFKHUWR³JR
EH\RQG´WKHTXRWHVDQGFUHDWHDGHHSHUDQGPRUHLQWHUSUHWDWLYHDQDO\VLV6PLWK et al. 2009, 
Pringle, Drummond and McLafferty 2011). This aligns well with the aims of this research. 
All participants who agreed to take part in this study were informed (see appendix 1) that: 
x their participation was entirely voluntary; 
x data collected in the research would not be identifiable; 
x the interview would be recorded and the recording securely stored until a 
verbatim transcript had been made;  
x they had the right to withdraw from the project at any time without having to 
explain their reasons. 
Participants ran the risk of experiencing or re-experiencing painful memories or difficult 
emotions as they talked about their experiences. They were assured that they had complete 
control over what they chose to say and that they were not obliged to disclose anything they felt 
uncomfortable discussing. 
I also explained that participants could stop the interview at any point and that they could 
contact my supervisor or myself should they wish to consult us or discuss any matter they felt 
was related to the interview. Besides that, and hazards of everyday life, no particular risks were 
predicted. 
Once they had been fully informed, verbally and in writing, the participants signed a 
consent form (see appendix 2) agreeing to take part in the project, with the proviso that they 
could stop the interview at any time if they felt they no longer wanted to continue. For their 
convenience, the forms were written in both English and Hebrew. 
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At the end of the recruitment procedure, eight female participants between the ages of 28 
and 51 took part in this research. 
 
3.2.2 The sample 
Eight Israeli women with ages ranging from 28 to 51 participated in this study. All were 
born in Israel and spoke Hebrew as their mother tongue. Their pseudonyms (to protect their 
identities) are Alison, Diana, Emilee, Naomi, Jennifer, Rachel, Ruth and Sandra.  
They were all teachers in public schools in Israel and had decided to leave their work at 
school on their own initiative. Four had taught in elementary schools (students aged 6 to 12) 
only; one in secondary school (students aged 13 to 15) only; one in both elementary and 
secondary schools; one in high school (students aged 15 to 18) only; and one taught in both 
secondary and high schools. Table 3 (see next page) shows the main characteristics of the 
participants. 
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Academic 
Degree Children Marriage 
School 
type 
Number 
years of 
teaching 
Age Name 
Now Then Now Then Now Then   Now Then 
 
 
 
Yes Yes Yes No Yes No SH  28 24-26 Diana 
No No Yes Yes Yes Yes E  35 - Naomi 
Yes No Yes Yes Yes Yes E  37 - Rachel 
Yes Yes Yes Yes Yes Yes H  51 - Jennifer 
Yes No Yes No No No ES  39 4-27 Ruth 
Yes Yes Yes Yes Yes Yes S  38 - Emilee 
Yes Yes Yes Yes Yes Yes E 8 42 -3 Alison 
Yes Yes Yes Yes No Yes E  39 - Sandra 
x Then = at the time the participant was a teacher 
x Now = at the time of the interview 
x School type: E= Elementary school;  S=Secondary school;  H=High school 
Table 3:  Main characteristics of the participants 
 
The main areas of teaching for the participants were Hebrew Language, Grammar, 
Biblical Studies, English Language, Sports, Physics, Citizenship and Special Needs Education. 
They had all decided they did not want to continue their work at school. According to their 
descriptions, their decision to leave school was based on their difficult experiences at school, 
although it is not possible to isolate one factor from others which might have contributed to the 
decision to leave the school (such as pregnancy or family problems). 
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3.2.3 Data collection 
As suggested for IPA, the eight participants took part in in-depth, one-to-one interviews, 
answering a range of semi-structured, open-ended questions. This method helps to guide the 
interview and enables the participants to provide a detailed account of the experience under 
investigation whilst leaving room for flexibility (Shinebourne and Smith 2009, Smith et al. 
2009). 
The aim of the interviews was to capture a rich, detailed description of the SDUWLFLSDQWV¶
experiences of burnout and to learn what these experiences felt (and feel) like and mean to them. 
To accomplish these purposes, each interview started with a broad question in which the 
participant was asked to describe her relationship with the field of education, and then, as the 
interview continued, she was asked to describe aspects of her experience in school in more 
detail. The interviews also included prompts that allowed further elaboration of the topic under 
discussion. 
Throughout the interview, each participant was encouraged to describe her personal 
experiences, feelings and thoughts, thus enabling the collection of the most authentic data. At the 
end, she was asked if she wished to add anything else. Table 4 (see next page) describes the 
interview schedule, the questions and the possible prompts. 
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Interview schedule ± questions and possible prompts 
 
1. Can you please tell me what your relation to the field of education is? 
Possible prompts: How long have you been teaching? How old were you? 
Where did you teach? How did you decide to become a teacher? Have you 
considered other options? 
2. How would you describe yourself as a person? 
Possible prompts: How do you feel about yourself? What characterises you? 
How do you think other people see you? 
3. Before deciding to become a teacher or to study education, what attracted 
you in this profession? 
Possible prompts: How did you imagine it? What did you think about it? 
What did you feel about teaching? Has your actual experience met your 
expectations? How? 
4. Can you please describe your experience at school? 
Possible prompts: What did you like at school? What was difficult for you? 
Please describe your feelings at school. 
5. Can you please describe the conditions you had at work? 
Possible prompts: How were the physical conditions? What was mostly 
difficult for you? How did you feel about it? How do you think it could be 
improved? Have you felt it in your body? How did you cope with it? 
6. Can you please describe a significant day at school? 
Possible prompts: What made it significant? How did you feel about it? How 
long did it last? How do you think it could be improved? How did you cope 
with it? 
7. Can you please describe your relationships with the people you encountered 
at school? 
Possible prompts: Please describe your relationship with the students/the 
VWXGHQWV¶SDUHQWVWKHSULQFLSDO\RXUFROOHDJXHWHDFKHUV 
8. Can you please describe your decision to leave school? 
Possible prompts: What do you think made you do it? How long has it been 
before you actually left? Can you describe how you felt about it? 
9. Do you see yourself now differently than before you started teaching? 
Possible prompts: In what ways have you changed? Do you think other people 
see you differently as well? 
10. Would you like to add anything? 
Table 4: Interview schedule 
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The duration of the interviews was between 60 and 105 minutes, with an average 
interview lasting 71 minutes. The interviews were in Hebrew, the mother tongue of all the 
participants and the interviewer. The interviews were recorded and later transcribed verbatim. 
3.2.4  Reflexivity 
,QTXDOLWDWLYHUHVHDUFKLWLVDFNQRZOHGJHGWKDWWKHUHVHDUFKHU¶VRZQOLIHH[SHULHQFH
beliefs and assumptions may influence the data collection and its analysis. Yardley (2000) 
suggests a process of self-reflexivity in order to reflect and become aware of the impact of the 
researcher on the research process. The subject of my research includes two of my main areas of 
interest and occupation: existentialism and teaching. As this is a qualitative, phenomenological 
piece of UHVHDUFKGHVLJQHGWRSUHVHQWWKHSDUWLFLSDQWV¶H[SHULHQFHDVDFFXUDWHO\DVSRVVLEOH,
have to pay attention to the points where the research meets facets of my own life. Elevating 
those points to a conscious level helps me apply the phenomenological rule of bracketing and 
makes me aware of my own limitations. 
I was born and raised in Israel and am a 40-year-old male existential psychotherapist. For 
WKHODVWVL[\HDUV,KDYHOHGWKHH[LVWHQWLDOSV\FKRWKHUDS\DQGFRXQVHOOLQJSURJUDPPHLQ,VUDHO¶V
largest teacher-training institution, the Kibbutzim College of Education in Tel-Aviv. As well as 
managing and teaching in the existential psychotherapy programme, I teach various psychology 
FRXUVHVLQWKHFROOHJH¶VHGXFDWLRQIDFXOW\VRH[LVWHQWLDOLVPDQGWHDFKHUWraining in Israel are 
interlinked circles in my professional life. 
Having encountered the existential approach for the first time as a small part of my 
studies for my B.A. in psychology, I chose to continue with studies in existential psychotherapy, 
as the approach squared with three facets of my character: 
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a. The wish to comprehend the challenges of life as normal, not pathological. 
b. The courage to talk openly about issues that had bothered and challenged me since 
childhood, such as death and the finiteness of life. 
c. 7KHZLVKWRVHHDQLQGLYLGXDO¶VH[LVWHQFHDVLWUHDOO\LVQRWWKURXJKDUHVWULFWHGDQG
possibly distorting theoretical lens. 
These facets made me seek to continue my studies past my psychology degree. Since 
studies in the existential approach were not available in Israel, I went to the United Kingdom to 
take my M.A. in existential psychotherapy and counselling at the New School of Psychotherapy 
and Counselling (NSPC) at the University of Sheffield. At the end of my studies, I returned to 
Israel and started to practise in the existential approach. Recently, I decided to continue my 
professional studies and am now in the final steps of my doctoral research in existential 
psychotherapy and counselling. This study is part of that. 
As I have chosen to looNDWWKHSDUWLFLSDQWV¶H[SHULHQFHWKURXJKWKHIRXUH[LVWHQWLDO
dimensions of existence ± a map of the existential being ± it would only be fair to reflect on my 
life through the four existential dimensions. 
In the physical dimension of existence, I experience myself as a healthy and stable 
person. I grew up on a farm, in an agricultural family, so I feel grounded and earthy. My home 
gives me a sense of existential security and I still do agricultural as well as psychotherapeutic 
work. 
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In the social dimension, I see my family as an important and significant part of my being. 
,PDLQWDLQVRFLDOFRQWDFWVDOWKRXJK,GRQ¶WGHILQHPRVWRIWKHPDVYHU\FORVH,OLNHSHRSOHEXW
also keep my privacy and the space I need. 
In the psychological dimension, my identity is influenced directly from my ³ground of 
existence´ and from my own choices. I grew up in an environment that gave me a solid frame 
but also freedom of choice. I had never felt that the choices I made were overruled by the 
significant others, and my family had always encouraged me to make authentic choices that are 
good for me. I am pleased with my professional choices and my ability to combine my ground of 
existence with my therapeutic work. 
On the spiritual level, I was born into a non-orthodox Israeli Jewish family. I am not a 
religious man nor do I see spirituality as religious, rather as a way of finding meaning. My 
grandparents were pioneers who came to Israel from Europe and regarded hard labour and the 
spirit of equality as a way to achieve meaning. I was raised and educated in this spirit. I find 
meaning in my actions, integrating labour and psychology. However, I do wonder, from time to 
time, about the meaning of my life in particular and of human existence in general. In the spirit 
RI9LFWRU)UDQNO¶V (1970) ideas, I know that as a part of the world around me I also experience 
the process of high and low tide. 
I would add that I see myself as a sensitive person, attentive to others and curious to 
discover the being-in-the-world of others. I am also aware that I am a male researcher and all 
participants in this research are women. Several of the participants are around my age and I shall 
therefore need to keep the boundaries and be professional. My experience as a psychotherapist 
may help in this matter. It may also help me in interviewing the participants while at the same 
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time I am aware that my interaction with the participants is aimed at interviewing them, rather 
than having a therapeutic session. 
I do not feel aware of any feelings of burnout within my own life and work. However, I 
do pay attention and am sensitive to the environment of my work, the conditions, the level of 
closeness with my colleagues and my managers, and my ability to express myself at my work. I 
shall therefore be aware to distinguish my own experience from the participants'. From this level 
of consciousness, I want to meet the experiences of the participants. 
3.2.5  Data analysis 
In order to enable themes to emerge that EHVWUHIOHFWWKHSDUWLFLSDQWV¶H[SHULHQFHHDFK
transcript was analysed separately. As Smith et al. (2009, p79) explain, there is no prescribed 
single way for working with the data in IPA studies. For my analysis, I followed the four-stage 
process described by Shinebourne (2010), Shinebourne and Smith (2009) and Smith et al. 
(2009), with the exception that I have applied the frame of the four existential dimensions at the 
third stage of the analysis.  
The first analysis stage consisted of reading and re-reading each transcript several times, 
searching for meaning and initial coding. My focus was on the iQGLYLGXDOSDUWLFLSDQW¶V
experience. Observations and reflections of the interview experience as well as my thoughts and 
comments were written in the right-hand margins. As an engagement process, it focused on the 
content, the language, the context and interpretative comments arising from the engagement with 
the transcript.  
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Table 5 illustrates the first stage. It contains a short extract from the interview with 
Rachel, one of the participants. The original transcript is presented in the middle and my 
exploratory comments appear on the right: 
Exploratory 
comments  Original transcript 
 
A wish to create good 
relationship with the 
students.  
 
Describes the 
paperwork she had to 
do. 
 
Unexpected 
additional work at 
school  
 
 
Having to fill in forms 
of all encounters;  
bureaucracy 
 
Time consuming 
tasks 
 
Interaction with 
several groups of 
people at work: 
students; parents; 
principal; inspectors; 
counsellor 
 
Need to write 
detailed reports. 
Expression of 
tiredness. 
Time consuming 
tasks. 
Inability to 
understand the 
reasons. 
 
Rachel: "I thought mainly about the 
relationship with the students. Forming 
relationship with them attracted me most. 
:KDW,GLGQ¶WWKLQNDERXWZDVDOOWKH
SDSHUZRUNDURXQGLW,GLGQ¶WWKLQNDERXWDOO
the things I would have to do beside the 
hours of staying in class with the students. 
Me: What do you mean when you say 'all 
the paperwork'?  
Rachel: Oh! Everything discussed with the 
students, or their parents, or the principal or 
the inspector had to be recorded. I had to 
leave a detailed report of every encounter or 
conversation I had. I also had to submit a 
weekly report about all the materials I 
taught and I had to sit with the school 
counsellor and write down all the 
conversation I had. It takes a lot of time and 
energy. 
I couldn't understand how come this became 
the main focus of teaching 
  
Table 5: Exploratory comments 
58 
 
One of the challenges I faced during the first stage was the feelings that arose within me, 
when engaging with the transcripts. Throughout this stage, I was challenged by my wish to 
maintain a phenomenological attitude and, as much as it is possible, to bracket my own personal 
reaction to the information revealed in the transcripts. I was especially conscious of my feelings 
and thoughts, and, when necessary, I transcribed these feelings and thoughts for myself. This 
process enabled me to become more aware of my own limitations, to have a more 
phenomenological approach toward the analysis, and to separate my own set of beliefs and 
values from those of the participants.   
For example, one participant, Naomi, expressed a moment when she held her student's 
hands and felt she could have slapped his face.  She said: 
,FRXOGQ¶WWDNHLWDQ\PRUH,KHOGKLVKDQGVORRNHGLQWRKLVH\HVDQGVDLGµ(QRXJK
(QRXJK¶,¶G never hurt a child, but there was a moment that I felt I could have slapped 
his face. 
 
 Reading Naomi's statement, I became acutely aware of my mixed feelings. On the one 
hand, I understood Naomi's distress, while on the other hand, I was judgemental about her strong 
reaction. During this realization, I transcribed my feelings for myself in order to focus on 
Naomi's description of her experience, rather than judging her strong reaction or the possibility 
that she could actually slap the student's face. 
In the second stage, as suggested by Shinebourne (2010), I returned to the transcript and 
to the initial notes taken in the previous stage, aiming to develop emerging themes. The main 
task was to formulate concise phrases that contained enough particularity to remain grounded in 
the text and enough abstraction to offer a conceptual understanding. This stage produced 
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eventually on the left side margin a list of emerging themes in the left-hand margin and helped 
me reduce the volume of details.
 
Table 6 illustrates the emergent themes of the extract in Table 5.  
Exploratory 
comments Original transcript  Emerging themes 
 
A wish to create good 
relationship with the 
students.  
 
Describes the 
paperwork she had to 
do. 
 
Unexpected additional 
work at school  
 
 
Having to fill in forms 
of all encounters;  
bureaucracy 
 
Time consuming tasks 
 
Interaction with 
several groups of 
people at work: 
students; parents; 
principal; inspectors; 
counsellor 
Need to write detailed 
reports. 
Expression of 
tiredness. 
Time consuming tasks. 
Inability to understand 
the reasons. 
 
Rachel: "I thought mainly about the relationship 
with the students. Forming relationship with 
WKHPDWWUDFWHGPHPRVW:KDW,GLGQ¶WWKLQN
about was all the paperwork arounGLW,GLGQ¶W
think about all the things I would have to do 
beside the hours of staying in class with the 
students. 
Me: What do you mean when you say 'all the 
paperwork'?  
Rachel: Oh! Everything discussed with the 
students, or their parents, or the principal or the 
inspector had to be recorded. I had to leave a 
detailed report of every encounter or 
conversation I had. I also had to submit a 
weekly report about all the materials I taught 
and I had to sit with the school counsellor and 
write down all the conversation I had. It takes a 
lot of time and energy. 
I couldn't understand how come this became the 
main focus of teaching 
 
 
A wish for relationships 
 
 
 
Unexpected paperwork  
 
 
Time consuming tasks  
 
 
 
 
 
 
 
 
Interaction with: 
students; parents; 
principal  
 
 
Burden of 
paperwork/documenting  
 
tiredness 
Time consuming tasks. 
 
Inability to understand 
meaning 
Table 6:  Emergent themes 
In the third stage, I examined the emerging themes and clustered them together according 
to the four existential dimensions of existence. They were listed in a table, each theme in its 
relevant existential dimension, ordered chronologically and tagged with its line number from the 
transcripts.  
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Applying the four existential dimensions no earlier than at this stage of the analysis 
HQVXUHGWKDWWKHSDUWLFLSDQWV¶VXEMHFWLYHDQGULFKH[SHULHQFHZDVQRWORVWVR,FRXOGDSSO\
existential thinking in a way that was broad enough to include the richness of human experience 
in the world. 
This stage resulted in a table of four superordinate themes, and a list of the relevant 
themes under each, with their locations in the transcripts. This made it easier to return to the 
original transcript in order to see the exact words. Table 7 (see next page)  illustrates how the 
emerging themes were listed under each superordinate theme. 
61 
 
Focus on the 
physical dimension 
Focus on the social 
dimension 
Focus on the 
psychological 
dimension 
Focus on the 
spiritual dimension 
x Paperwork (23) 
 
x Paperwork/ 
documenting (26-
27) 
 
x Tiredness (33) 
 
x On-going changing 
of programmes  
(63-64) 
 
x  Changes and 
instability (77-78) 
 
x Lack on financial 
reward 134-136   
 
x Low salary (138) 
Underpayment 
(140)  
 
x Instability at work 
(186) 
 
x Having headaches 
(195) 
 
x A wish to form 
relationships (21-22)  
 
x Relationship with 
students are artificial 
(37)  
 
x Principal: anger 
toward the principal 
(81)   
 
x Teacher colleagues- 
do not feel part of 
them (106)     
 
x Students: difficult 
interaction (145-
150) 
 
x Unrewarding 
relationships (155) 
 
x Principal: fighting 
with her (159)  
 
x Principle- dispute 
with her (165)         
 
x Students- caring for 
them (177)        
 
x Parents- shouting at 
her (170)     
 
x Perception of Self- 
sensitive and friendly 
(14-15) 
 
x Lack of free time (33) 
 
x Being forced (48) 
 
x Has to prove herself 
(72) 
 
x Inability to 
understand why 
(34) 
 
x Questioning 
meaning (151) 
 
 
Table 7: Emerging themes listed under superordinate theme. 
 
In the fourth stage, I clustered the themes of each superordinate into groups of subthemes, 
so that they were now listed according to their content rather than their chronological appearance 
in the original transcripts. 
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Clustering the subthemes according to their content produced a table of themes that 
showed the structure of the four superordinate themes (one for each of the four existential 
dimensions) and the relevant subthemes for each dimension. Table 8 presents a short extract of 
the superordinate themes and the subthemes that emerged from Rachel's transcript. 
Focus on the 
physical dimension 
Focus on the             
social dimension 
Focus on the 
psychological 
dimension 
Focus on the 
spiritual dimension 
Paperwork 
x Paperwork (23) 
x Paperwork/ 
documenting (26-
27) 
Financial reward
x Lack on financial 
reward (134-136) 
x Low salary (138) 
x Underpayment 
(140)  
Instability 
x On-going changing 
of programmes 
(63-64) 
x Changes and 
instability (77-78) 
x Instability at work 
(186) 
x  
 Physical symptoms 
x Tiredness (33)     
x Having headaches 
(195) 
 
Desire for relationship 
x A wish to form 
relationships  
(21-22)  
Relationship with students 
x Relationship with 
students is artificial   (37)  
x students- difficult 
interaction (145-150) 
x  Students- caring for 
them (177)   
Relationship with parents 
x Parents- shouting at her 
(170)     
Relationship with principal 
x Principal- fighting with 
her (159)  
x Principle- dispute with 
her (165)         
Relationship with colleague 
teachers 
x Teacher colleagues- do 
not feel part of them 
(106)     
Loneliness and Isolation 
x Unrewarding 
relationships (155) 
Self-perception 
x Perception of Self- 
sensitive and 
friendly (14-15) 
Lack of freedom 
x Lack of free time 
(33) 
x Being forced (48) 
Experience of 
incapability and 
failures 
x Has to prove herself 
(72) 
Meaninglessness 
x Inability to 
understand why (34) 
 
x Questioning 
meaning (151) 
 
 
Table 8: Superordinate themes and the subthemes 
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This interactive process involved moving back and forth between the transcripts and the 
HPHUJLQJWKHPHVDOORZLQJSUHVHUYDWLRQRIWKHSDUWLFLSDQW¶VYRLFH6PLWK2003), but also 
acknowledging, in the spirit of IPA, my role as a researcher. 
These analytical steps of analysis were repeated for each of the eight transcripts. In the 
process, I tried to apply the rule of bracketing while remaining aware that my limitations 
prevented me from achieving this fully. Once themes were identified for each participant 
individually, they were integrated across participants to create a master table of themes. This 
LQFOXGHGWKHIRXUVXSHURUGLQDWHDQGVHYHUDOVXEWKHPHVUHIOHFWLQJWKHSDUWLFLSDQWV¶DFFRXnt of 
their shared experience at school. Table 9 illustrates a short extract of the master table of themes. 
 
Superordinate theme 2: Focus on the social dimension 
Desire for relationship 
Rachel: "I thought mainly about the relationship with the students. Forming 
UHODWLRQVKLSVZLWKWKHPDWWUDFWHGPHPRVW´ (21-22) 
Naomi: "My love for children made me want to become a teacher. My wish to make 
children smile, my desire to make them happy, hug them, listen to them and create 
trustful relationships, all made me want to work at school." (18-19) 
Diana: ³,LPDJLQHGP\VHOIKDYLQJLQWHUHVWLQJFRQYHUVDWLRQVDQGGLDORJXHVZLWKWKH
students (17-,ZDVWKLQNLQJDERXWZD\VWRJHWLQWRWKHLUKHDUWV´ 
Jennifer: "I wanted to create relationship in which I can connect with their souls and 
have heart to heart talks with them." (103) 
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Ruth: "I think I was pretty clear about what I wanted it to be like. I saw teaching as a 
mean to create relationships (27); I chose a profession I believed would let me interact 
with the people around me, both the children at school and the teachers I worked 
with." (419-420) 
Emilee: ³,ZDQWHGWREHFRPHDPHDQLQJIXOSDUWLQWKHSURFHVVFKLOGUHQJRWKURXJK
7KHLQWHUDFWLRQZLWKWKHFKLOGUHQZDVVRLPSRUWDQWWRPH´ 
Alison: ³:KDW attracts me most is the idea of working together with others and 
FRRSHUDWLQJZLWKWKHP´ 
Sandra: ³7KHTXDOLW\RIWKHLQWHUDFWLRQZLWKWKHSHRSOH,ZRUNZLWKLVVRPHWKLQJWKDW
LVUHDOO\LPSRUWDQWDQGPHDQLQJIXOIRUPH´ 
Table 9: An extract of the master table of themes 
The table of themes and subthemes provided the basis for constructing a narrative 
DFFRXQWFRQWDLQLQJUHOHYDQWH[WUDFWVLQWKHSDUWLFLSDQWV¶RZQZRUGV7KHPDVWHUWDEOHRIWKHPHV
enables the examination of particular and shared experiences, as well as further interpretation. It 
serves as a basis for presenting the findings and the discussion to follow the analysis. 
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Chapter 4: Findings 
7KHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUVFKRROWHDFKLQJH[SHULHQFHVDUHJURXSHGDFFRUGLQJWR
four superordinate themes, each focused on one of the four existential dimensions. In most 
previous IPA studies, the themes were generated from the bottom up, but several (for example, 
Green, Payne and Barnitt 2004, Swift, Ashcroft, Tadd, Campbell and Dieppe 2002) have 
employed theoretical frameworks. This study also uses an existential theoretical framework as 
this suits existential-phenomenological research. 
Looking aWDQLQGLYLGXDO¶VH[SHULHQFHLQWKHZRUOGWKURXJKWKHOHQVRIWKHIRXUH[LVWHQWLDO
dimensions (often called the four worlds) offers a framework that helps to map that experience 
(van Deurzen and Arnold-Baker 2005). This idea will be explored further in the discussion and 
analysis. 
The four superordinate themes used in this study are: 
A. Focus on the physical dimension 
B. Focus on the social dimension. 
C. Focus on the psychological dimension. 
D. Focus on the spiritual dimension  
This section presents these four superordinate themes and the subthemes for each of 
them, as shown in Table 10 (see next page). 
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Superordinate  
Theme 4 
Focus on the 
Spiritual 
Dimension: 
Meaning  
Superordinate  
Theme 3 
Focus on the 
Psychological 
Dimension: 
Personal and 
Professional Identity 
Superordinate  
Theme 2: 
Focus on the 
Social 
Dimension: 
Relationships with 
Others 
Superordinate  
Theme 1: 
Focus on the 
Physical 
Dimension: 
Conditions and 
Health 
Values Self-Perception The Desire for Relationships 
Working Environment 
and Physical 
Conditions at School 
Meaninglessness Professional Perception by Self and Others 
Relationships with 
Students 
Paperwork and 
Administration 
 
Lack of Personal and 
Professional Freedom 
Relationships with 
6WXGHQWVµ3DUHQWV 
Violence, Helplessness 
and Instability 
 
Experience of Inability 
and Failure 
Relationships with 
Principals Financial Reward 
 
Changes in  
Self-perception 
Relationships with 
Other Teachers Physical Symptoms 
 
 
Loneliness and 
Isolation  
 
Table 10: The four superordinate themes and the subthemes for each of them 
 
4.1 Theme A: Focus on the physical dimension 
The first superordinate theme focuses on aspects of the physical dimension. It consists of 
ILYHVXEWKHPHVDQGLQFOXGHVWKHSDUWLFLSDQWV¶DFFRXQWRIWKHLUexperience of their workplaces, the 
conditions at school and the physical symptoms they reported as related to their work ± 
throughout the interviews, all participants described difficult conditions, exhaustion and pain. 
Other subthemes describe SDUWLFLSDQWV¶IHHOLQJVRIKHOSOHVVQHVVDQGWKHLUIHHOLQJVWRZDUGV
financial reward. 
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  Figure 3: Focus on the physical dimension: conditions and health 
 
4.1.1 Subtheme I: Working environment and physical conditions at school 
All participants except Alison referred to the physical working environment, describing 
conditions at school as ³difficult´, ³insufficient´ or ³frustrating´. All seven thought that there 
were too many students in each class, most saying that the classrooms were becoming too small 
to accommodate them all and that there was insufficient equipment. 
Diana described the number of students she had in class: 
 
,WGRHVQ¶WPDNHVHQVH«,KDGWRKDQGOHVWXGHQWVLQRQHFODVV,W¶VLQVDQH«,W was so 
difficult. The weather was hot and it was so hot in the classroom. The air conditioning 
barely worked. Most classrooms still had chalkboards. Chalkboards! I felt we were still in 
Spiritual 
Dimension 
Psychological 
Dimension 
Social  
Dimension 
Focus on 
Physical 
Dimension 
Superordinate Theme A: 
Physical Dimension: 
Conditions and Health 
Subthemes 
1. Working 
Environment and 
Physical Conditions 
at School 
2. Paperwork and 
Administration 
3. Physical Symptoms 
4. Violence, 
Helplessness and 
Instability 
5. )LQDQFLDO5HZDUG 
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the twentieth century. This may sound stupid, but I had to keep bits of chalk in a plastic 
bag. It was only three years ago. 
 
 
 
 
Jennifer, an ex-sports teacher, echoed Diana: 
I was working full time, seven hours a day, in the open air or in the gym. Inside or out, I 
IULHGLQWKHVXPPHUDQGIUR]HLQWKHZLQWHU«7KHQXPEHURf students in class was far too 
large, often as many as 40 in one class. It was too difficult for me, too intense. The 
conditions were bad; it was either too hot or too cold. 
 
 
Naomi applied the term ³catastrophe´ to the conditions she worked under. There were so 
many students that she felt she could not take it any longer. It was so crowded that there was no 
room for things like drawers. She said: 
,HQWHUHGWKHFODVVURRPWRVHHFKLOGUHQDOOVFUHDPLQJ,IHOW,FRXOGQ¶WWDNHLWDQ\
ORQJHU«,FRXOGQ¶WHQWHUWKDWFODVV,KDGWRWDNHSLOOVEHIRUH,FRXOGHQWHUWKDWURRP«,W
really felt like a catastrophe. It was so crowded that there was no room for basic things 
like drawers in class. 
 
Trying to emphasise how terrible she felt the conditions were, Naomi described her work 
as slavery³,IHOWOLNH,ZDVWRWDOO\VTXDVKHG,WFDQRQO\EHGHVFULEHGDVVODYHU\´'LDQDVDLGVKH
KDWHGWKHSODFH³,MXVWKDWHGHDFKDQGHYHU\PRPHQW,KDGWRDFWXDOO\EHWKHUH´ 
Both Emilee and Rachel expressed frustration with their physical environment, the 
number of students and the size of the classrooms. Emilee, who taught physics at secondary 
school, said that the large number of students frustrated her. Class numbers kept growing, but the 
laboratories got no bigger. With those conditions, she was forced to use alternative teaching 
methods such as internet and films, and she felt she could not do her work properly. 
69 
 
5DFKHOZKRWDXJKWDWHOHPHQWDU\VFKRROVDLGVKHFRXOGQ¶WZDONIUHHO\LQWKHFODVVURRP
and had to create working spaces for the students in the noisy hall. She talked about it being cold 
in the winter and hot in the summer time. She described these conditions as ³difficult´ and 
³frustrating´. 
Emilee: 
When I started teaching I used to have 25 to 30 students in class, and I enjoyed teaching 
them inside the physics. They could touch and feel everything we learned about. We 
could use the microscopes. But then classes grew to 40, and there was no room for them 
all in the laboratory It all became theoretical. They had to hear everything from me 
instead of actually experiencing it themselves. I found myself showing films taken from 
YouTube or other sources. Filmed by a stranger in America. I felt it was not right! I felt it 
was impossible to teach science like that. I felt frustrated. 
 
Rachel: 
It was very crowded in the classrooms. There were too many students in one class and  
QRWHQRXJKURRPWRFUHDWHZRUNLQJVSDFHVIRUWKHVWXGHQWV,FRXOGQ¶WZDONIUHHO\LQVLGH
the room. I had to create working space in the hall, but then, whenever I wanted to 
approach the students in the hall I had to actually leave the rest of the class. The hall was 
hot in summer and cold in winter. It was so difficult and so frustrating. 
 
Sandra also felt the number of students was too high. Like Diana and Jennifer, she 
compared the conditions at school with those at her current job, and said she now feels totally 
different. This is how Sandra expressed it: ³,WZDVVRGLIILFXOWWRVWD\DWZork with so many 
VWXGHQWVLQRQHFODVV´³,FDQ¶WKHOSFRPSDULQJLWZLWKP\FXUUHQWMREZKLFKIHHOVVRGLIIHUHQW
DQGFRPIRUWDEOH´ 
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Diana described it well: ³Today I can do basic things like going to the bathroom 
whenever I want, my office is air-conditionHGDQG,FDQKDYHDFRIIHHZKHQHYHU,ZDQW´7DONLQJ
DERXWWKHVFKRROVKHVDLGVKHKDWHGWKHSODFH³,MXVWKDWHGHDFKDQGHYHU\PRPHQW,KDGWR
DFWXDOO\EHWKHUH´ 
Jennifer said: ³Seven hours at school are far more difficult than working 16 hours a day, 
VL[GD\VDZHHNDWP\FXUUHQWZRUNSODFH7KHFRQGLWLRQVDWVFKRROPDGHPHIHHOH[KDXVWHG´ 
To sum up this subtheme, large numbers of students in small classrooms created density. 
This, with the lack of sufficient equipment, made the participants feel exhausted, tired and 
frustrated. 
4.1.2 Subtheme II: Paperwork and administration 
Five participants mentioned the burden of paperwork during their interviews. When 
choosing their careers, none of them had been aware that this would a duty, or at least that it 
would be such a time-consuming one. Whatever is done or said must be recorded in detail. This 
task was described as time-consuming and exhausting. Rachel felt that she had to invest so much 
HQHUJ\LQSDSHUZRUNWKDWLWEHFDPHWKHPDLQIRFXVRIKHUZRUN³,W¶VDOODERXWWKHSDSHUV\RX
QHHGWRILOOLQ´ 
,Q5DFKHO¶Vdescription of her experience, paperwork interfered with the natural flow of 
her relationship with the students, which she saw as a meaningful part of her job, as well as with 
her teaching. As she says: 
:KDW,GLGQ¶WWKLQNDERXWZDVDOOWKHSDSHUZRUNDURXQGWKHMRE«(YHU\WKLQJGLVFXVVHG
with the students, or their parents, or the principal or the inspector had to be recorded. I 
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had to leave a detailed report of every encounter or conversation I had. I also had to 
submit a weekly report about all the materials I taught and I had to sit with the school 
counsellor and write down all the conversations I had. It takes a lot of time and energy. 
The thing that most disturbs the natural flow of the relationship with the children and 
disturbs the teaching, too, is the fact that the teacher has to write everything down. 
 
Just as Rachel did, Diana, Naomi, Emilee and Alison also described the paperwork as an 
energy drain and a burden. They described it as follows: 
Diana said: ³7KHUH¶VVRPXFKSDSHUZRUN,KDWHGLW,WZDVWLPH- and energy-consuming 
DQG,FRXOGQ¶WXQGHUVWDQGZK\WKH\IRUFHGXVWRGRLW,WULHGWRDYRLGLW,FRXOGQ¶WGRLW´ 
Meanwhile, Naomi said: ³We were expected to fill all the forms and tables, do all the statistics. 
:K\",IHOWDVLIWKH\WU\LQJWRGUDLQXVRIHYHU\GURSRIHQHUJ\´ 
Emilee: 
:H¶YHUHDFKHGWKHSRLQWZKHUHHDFKDQGHYHU\SKRQHFDOOZHKDYHZLWKWKHSDUHQWVPXVW
be recorded and reported. We had to write down everything. It ZDVQ¶WOLNHWKDWDWWKH
beginning. It became a great burden. It is so unpleasant. There is so much paperwork to 
do. 
 
Alison said: ³As a special education teacher, I had to fill in so many papers it was like 
writing a book. I had to present the unique progrDPPH,GHYHORSHGIRUHDFKVWXGHQW«LWZDVYHU\
GLIILFXOW´ 
The burden has become heavier over the years, and Rachel reached a point where she 
said she felt the paperwork overshadowed shadowed her relationship with the students: ³,W¶VQRW
µUHDO¶LW¶VEHFRPHHYHQZRUVHLQUHFHQW\HDUV0RUHSDSHUVPRUHUHSRUWVPRUHILOHV/HVVUHDO
PHHWLQJDQGWUXHUHODWLRQVKLSV,WLVDJUHDWEXUGHQ´ 
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To summarise this subtheme, paperwork has increased over the years and become a real 
burden. Having to write detailed reports of every encounter with the students or their parents was  
exhausting, energy-sapping and time-consuming. 
4.1.3 Subtheme III: Violence, helplessness and instability 
This subtheme includes experiences of violence, expressions of helplessness and 
LQVWDELOLW\UHODWHGWRWKHSDUWLFLSDQWV¶ZRUNDWVFKRRO:KHQDVNHGWRGHVFULEHDVLJQLILFDQWGD\DW
school, Diana and Jennifer described, in detail, actual incidents of violence towards them. Diana 
was attacked by one student who pushed her away and bitten by another when she tried to break 
up a fight. Jennifer described an incident in which one of the students attacked her and she felt 
completely helpless. 
Diana: 
One of the students attacked me. She pushed me inside one of the FODVVURRPV6KHZDVQ¶W
even a student in my own class. I entered another classroom because I wanted to take a 
FKDLU6KHGLGQ¶WZDQWPHWRWDNHWKDWFKDLUVRVKHMXVWFDPHWRZDUGVPHDQGSXVKHGPH
away. I wanted to report her to the police, but the school they told me she was 
experiencing some difficulties and persuaded me not to. 
In another incident, students were fighting with one another and while trying to calm 
them down I was beaten as well. 
In another case, one student threw a chair at another. I asked him to leave the classroom, 
EXWWKHQ,ZDVWROGKHKDGDNQLIHLQKLVSRFNHW,ZDVVFDUHG,GLGQ¶WNQRZZKDWWRGR,
was helpless. 
 
Jennifer: 
One of the children attacked me. He started beating me aggressively. If one of the 
WHDFKHUVKDGQ¶WUXVKHG to help me, I think this child could have killed me. And if that 
ZDVQ¶WHQRXJK,UDQWRWKHSULQFLSDOWRDVNIRUKHOSDQGHYHQWXDOO\WKH\DFFXVHGWKH
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WHDFKHUZKRFDPHWRKHOS7KH\FODLPHGKHZDVWKHDJJUHVVRU,FRXOGQ¶WWDNHLWDQ\PRUH
,GLGQ¶WNQRZZhat to do. This teacher was sent to trial, of course he was not guilty, but I 
IHOW,FRXOGQ¶WOLYHZLWKLWDQ\PRUH 
 
Experiences of fear for their safety, helplessness and instability were reported by all the 
participants. Rachel described the everlasting changes and instability as the difficult part. She 
said that she had a hard time being told to change the structure of a lesson when she had already 
started giving it. These changes reflect the frequent changes handed down by the Ministry of 
Education and lead to insecurity. Rachel used words like ³driven crazy´: 
The most difficult thing is that the study programmes are being constantly changed. 
Whenever a new Minister of Education takes office, he or she always has a bee in the 
bonnet about some issue and changes the study programme. Often it happens in the 
middle of the year ± I started teaching one thing and then all of a sudden some new thing 
DUULYHV6R,VWDQGLQIURQWRIWKHFKLOGDQGWHOOKLP³2.\RXPXVWVWRSOHDUQLQJZKDW,
was teaching you becauVHZH¶YHEHHQWROGWRVWDUWVRPHWKLQJGLIIHUHQW´,WGULYHVWKH
teachers and the children crazy. 
 
When Rachel was urged to say more about the changes, she said that it felt like there was 
nobody to take the lead all the way through, saying: 
It can happen that once you finish preparing something, the Ministry of Education will 
VD\³1RGRQ¶WGRWKDWZH¶OOVHQG\RXVRPHWKLQJHOVHLQVWHDG´,WIHHOVOLNHWKHUHLVQ¶WDQ\
person who can make decisions and take it all the way. It feels unstable. Yes, unstable. 
 
Other participants said they felt they were too weak to cope with the system or that they 
were lost. Ruth said: ³,IHOW,ZDVWRRZHDNDQG,FRXOGQ¶WFRSHZLWKWKLVV\VWHP´Naomi said: ³,
ZDVORVW,IHOWKHOSOHVV´ 
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Emilee and Alison described experiencing instability as well. 
Emilee:  
There was a feeling of instability. I was getting all my plans and programmes ready, but 
things were changed all the time, we were instructed all of a sudden to change everything. 
I never knew what would come next. 
 
Alison: 
I think the education system is unstable, the only one where everything changes every 
year. The books change, the techniques change and the teachers have to follow. It was 
impossible. It was tiring. Hold on, give us something solid to stand on. 
 
To summarise this subtheme, all participants reported they felt instability or helplessness. 
Several of them described experiencing these feelings being as a result of violence, while for 
others they were as a result of never-ending programme changes. 
4.1.4 Subtheme IV: Financial reward 
All participants expressed the feeling that the salary was not enough to compensate for 
their difficult tasks and stressful conditions. They said it did not reflect the time and energy 
invested. For example, when Emilee was asked to elaborate her feelings about her salary, she 
said: 
7KHZRUNLVKDUGDQGWKHILQDQFLDOUHZDUGLVQRWIDLU,WGRHVQ¶WFRYHUHYHQRQHWHQWKRI
WKHZRUN,GR,GRQ¶WMXVWZRUNDWVFKRRO,ZRUNORQJKRXUVDWKRPHDVZHOO7KH
students call me at home. I often talk with them over the phone at ten in the evening. I 
was doing a special project and invested hours and hours in it, but the principal only paid 
me two hours extra. She knew how much time and energy I was investing. The 
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compensation is not proportional to the amount of the investment. It is ridiculous. People 
think we should work for free. 
 
Just like Emilee, Alison said that the pay did not reflect her long hours: 
,ZDVQµWSDLGSURSHUO\7KHUHDUHPDQ\ZD\VWRUHZDUGZRUNHUVIDLUVDODULHVbusiness 
trips, car and all sorts of benefits. None of those exists at school. 
7KHVDODU\LVLQDSSURSULDWHDQGLWGRHVQ¶WVTXDUHZLWKWKHDPRXQWRIZRUNZHGR
:HGRQ¶WMXVWVWRSZRUNLQJDWWKHHQGRIWKHVFKRROGD\:HDUHVWLOOZRUNLQJDWKRPH
preparing FODVVHVUHDGLQJH[DPVWDONLQJWRSDUHQWV,W¶VQRWDQLQH-to-five job like 
ZRUNLQJLQDQRIILFH2QFH,¶GGULYHQKRPHIURPVFKRRO,VDWGRZQDQGFDUULHGRQ
ZRUNLQJ7KRVHKRXUVGRQ¶WJHWLQFOXGHGLQWKHSD\ 
 
When Rachel was asked about the things that made her quit, she included the issue of 
payment, saying that perhaps a decent salary could have somehow alleviated their doubts. She 
spoke plainly: ³The salaries ± DWOHDVWLIZH¶GEHHQSDLGGHFHQWVDODULHVZHZRXOGKDYHNQRZQ
we were being paid for all WKDWZRUN%XWLWGLGQ¶WKDSSHQ:HZHUHOHIWERWKSRRUDQG
IUXVWUDWHG´ Diana said: ³,ZLVKWKHVDODULHVZHUHKLJKHU,I,¶GIHOWDSSUHFLDWHGWKDQ,WKLQN,
could have managed with the low salary. Anyway, I earn much more money today and I feel 
much bettHU´ 
Ruth, Sandra and Jennifer said that their suffering was too great for salaries to 
compensate and Naomi reported that the low salary could not cover the health problems she 
experienced at school. Ruth described it like this: 
There was a huge gap between my actual hours worked and the reported hours my pay 
was based on. People around me were wrong to think that I worked only few hours a day. 
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7KHVDODU\ZDVQ¶WKLJKLWFRQWULEXWHGWRP\GHFLVLRQWROHDYH,WKLQN,FRXOGKDYHVWD\HG
at school despite the ORZVDODU\LI,KDGDWOHDVWHQMR\HGZKDW,ZDVGRLQJ%XW,GLGQ¶W
HQMR\LWDQG,ZDVQ¶WSDLGHQRXJKDQ\ZD\. 
 
Sandra said: ³Yes, the salary was low, but I wouldn't have stayed there anyway. I 
FRXOGQ¶WHYHQWKLQNDERXWWKHPRQH\DV,ZDVVXIIHULQJWKHUHanyway.´ 
Jennifer:  
I had to be on guard all the time, making sure nothing happened to the children. Anything 
FRXOGKDSSHQDWDQ\WLPHDQG,ZDVQ¶WSDLGSURSHUO\IRUWKDW,GHFLGHG,FRXOGQ¶WOLYH
with it anymore. 
 
Naomi said: ³Once the Offek Haddash1 scheme was launched, the salaries got a little bit 
EHWWHUEXWWKHPRQH\GLGQ¶WFRPSHQVDWHIRUWKHKHDOWKSUREOHPV,VXIIHUHGDWVFKRRO± LWZDVQ¶W
worth it.´ 
To sum up this subtheme, all participants said that the investment of teaching was high, 
while the reward was low. A few thought that better compensation could have helped them cope 
with the difficult experience, while others did not see themselves staying even if the salary was 
higher. 
4.1.5 Subtheme V: Physical symptoms 
All participants reported tiredness or exhaustion. Several reported that their energy had 
been drained to the last drop. As Alison said: ³,IHOWP\HQHUJ\ZDVWDNHQRXWRIP\ERG\´. The 
                                                          
1
Offek Haddash, Hebrew for New Horizon, is the scheme introduced at elementary schools by the Israeli Ministry 
of Education in December 2009. 
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participants reported physical symptoms and pain. Jennifer said she: ³felt her body was 
VWRUPLQJ´; Rachel said: ³,RIWHQHQGHGWKHGD\VXIIHULQJIURPSRXQGLQJKHDGDFKHVDQGIHHOLQJ
SUHVVXUHLQP\ERG\´; Sandra said³,ORVWP\YRLFHIRUWKUHHGD\V,FRXOGQ¶WVSHDN´ Ruth said 
she felt sick. Emilee fainted and went to the doctor. 
Naomi said she felt she could no longer stand on her feet: ³,IHOWP\KHDUWZDVEHDWLQJ
IDVW0\ERG\FRXOGQ¶WWDNHLWDQ\PRUH´$VNHGWRH[SDQGWKDWVWDWHPHQWVKHVDLG 
I fell apart. My nape and my shoulders ached. Sometimes just thinking about going to 
school brought on the pain. 
,ZDVFRPLQJKRPHWLUHGRXW,IHOW,KDGQRHQHUJ\OHIWLQVLGHPH,IHOWP\H\HVFRXOGQ¶W
VHHDQGP\HDUVFRXOGQ¶WKHDUDQ\PRUH,VXIIHUHG,ZDVLQSDLQ,¶PWDONLQJDERXWQRW
being able to stand on my feet. Not being able to do it. Could not. 
 
Both Naomi and Diana said even thinking about going back to school after the summer 
vacation brought on the effects. Naomi said: ³,VWDUWHGIHHOLQJWHQVLRQKHDGDFKHVEHIRUHWKHQHZ
VFKRRO\HDUVWDUWHG´ Diana said: ³On September 1, the first day back at teaching, I started crying. 
1RJRRGPRRGDWDOO0\VWRPDFKDFKHGDQGFUDPSHG,IHOWDVLI,KDGDVWRQHLQP\FKHVW´ 
Emilee, who had fainted at school, described how her body told her she had to leave 
school: 
It was such hard work, around the clock. I felt I was at war. At some point, I fainted. 
It was a process of frustration. At first, I started feeling unwell. Then I became throaty. I 
figured my body was trying to tell me something ± that I must find another job. I asked 
for a sabbatical year, but they refused. I went to see a doctor and he wrote the school a 
formal letter saying that my throat needed rest, so they agreed to give me a year off but 
refused to pay. 
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To sum up this subtheme, all participants reported various physical symptoms that they 
related to their work at school. 
4.1.6 Theme A: summary 
Research for the first superordinate theme shows that nearly all the participants said they 
felt that the physical conditions of their working environment were poor. They complained about 
the large number of students in class and the small size of the classrooms themselves. They 
complained about the temperature in class and about the equipment that was missing. 
Most reported they felt overloaded loaded with time-consuming, energy-sapping 
paperwork that shifted the focus from the real purpose of their job: teaching, educating and 
forming relationships with the children. 
They all expressed health problems or physical symptoms that they said they felt were 
related to their work at school. Two reported that they were physically attacked by students, and 
all participants described feelings of helplessness, instability and uncertainty. 
On top of all that, all participants said that the financial reward was insufficient, 
compensating neither for energy expended nor for long working hours. Several said the poor 
salary contributed to their decision to quit school and that perhaps, if the salary had been higher, 
it would have helped them to cope with the bad conditions. Others thought that higher salaries 
would have made no difference, since they were suffering and their health was more important.  
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4.2 Theme B: Focus on the social dimension 
7KHVHFRQGVXSHURUGLQDWHWKHPHIRFXVHVRQWKHSDUWLFLSDQWV¶LQWHUDFWLRQVZLWKWKHPDLQ
groups of people at school. The first of the six subthemes covers the wish to form meaningful 
relationships at school and the disappointment with the quality of the relationships that actually 
developed. The next four themes deal separately ZLWKWKHSDUWLFLSDQWV¶LQWHUDFWLRQZLWKIRXUPDLQ
groups ± VWXGHQWVVWXGHQWV¶SDUHQWVSULQFLSDOVDQGIHOORZ-teachers. From the accounts of their 
experiences within the educational system, their relationships with other people were unequal, 
stressful and difficult, and the final subtheme covers their feelings of loneliness and isolation. 
 
 
Figure 4: Focus on the social dimension: relationship with others 
  
Physical 
Dimension 
Spiritual 
Dimension 
Psychological  
Dimension 
Focus on 
Social 
Dimension 
Superordinate Theme: 
Social Dimension: 
Relationships with 
Others 
Subthemes 
1. Desire for 
Relationships 
2. Relationships with 
Students. 
3. Relationships with 
6WXGHQWV¶3DUHQWV 
4. Relationships with 
Principals 
5. Relationships with 
Other Teachers 
6. Loneliness and 
Isolation 
80 
 
4.2.1 Subtheme I: The desire for relationships 
Throughout the interviews, all participants laid great emphasis on the importance of 
forming meaningful relationships, mainly with the children/students. Their wish to do that was at 
the core of their decision to become teachers. Rachel said: ³,WKRXJKWPDLQO\DERXWWKH
relationship with the students. Forming relationships with them attracted me most.´ 
Naomi said that her wish to make children happy made her choose this profession. Diana 
and Jennifer saw teaching as DZD\WRUHDFKVWXGHQWV¶KHDUWVDQGVRXOV 
Naomi: 
My love for children made me want to become a teacher. My wish to make children 
smile, my desire to make them happy, hug them, listen to them and create trustful 
relationships, all made me want to work at school. 
 
Diana said: ³I imagined myself having interesting conversations and dialogues with the 
VWXGHQWV«,ZDVWKLQNLQJDERXWZD\VWRJHWLQWRWKHLUKHDUWV´ Meanwhile, Jennifer said: ³I 
wanted to create relationships in which I can connect with their souls and have heart-to-heart 
WDONVZLWKWKHP´ 
Ruth explicitly emphasised that it was important for her to cooperate with both the 
children and her colleagues. Emilee, Alison and Sandra agreed that they really wanted to work in 
cooperation with the children and colleagues around them. 
Ruth: 
I think I was pretty clear about what I wanted it to be like. I saw teaching as a mean to 
FUHDWHUHODWLRQVKLSV«,FKRVHDSURIHVVLRQ,EHOLHYHGZRXOGOHWPHLQWHUDFWZLWKWKH
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people around me, both the children at school and the teachers I worked with. I love 
working with others. I feel interpersonal relationships are an essential part of me. Even 
when I decided to leave school it was important for me to choose work where I can meet 
and talk to others and communicate with them. 
 
Emilee said: ³I wanted to become a meaningful part in the process children go 
WKURXJK«7KHLQWHUDFWLRQZLWKWKHFKLOGUHQZDVVRLPSRUWDQWWRPH´ For $OLVRQ³:KDWDWWUDFWV
PHPRVWLVWKHLGHDRIZRUNLQJWRJHWKHUZLWKRWKHUVDQGFRRSHUDWLQJZLWKWKHP´Meanwhile, 
Sandra said³7KHTXDOLW\RIWKHLQWHUDFWLRQZLWKWKHSHRSOH,ZRUNZLWKLVVRPHWKLQJWKDWLV
UHDOO\LPSRUWDQWDQGPHDQLQJIXOIRUPH´ 
The parWLFLSDQWV¶ hopes and expectations were not fulfilled. However, the reality of the 
situation was brought home to them only when they had started work. As Diana said, ³%HIRUH,
ZDVDFWXDOO\DWVFKRRO,FRXOGQRWLPDJLQHKRZZKDWLWZRXOGUHDOO\EHOLNH´ 
Relationships with all groups of people they encountered at school were therefore far 
from what they had all wished. They were all very definite about the importance of positive 
interaction, but they all described muddled relationships with everybody with whom they were 
involved at work. The next four subthemes deal with each group in turn. 
4.2.2 Subtheme II: Relationships with students 
The participants said they were ready to give the children as much as they could. That 
was a major motivation in their choice of teaching. They described feelings of responsibility and 
care for the children. They even pictured a relationship that could be likened to that of a mother 
and child; one of mutual respect and cooperation for personal growth and development, 
preparing each student for the future. 
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Reality eroded this rosy ideal. The participants described experiencing physical, verbal 
and emotional abuse from their students. When Rachel was asked for an instance of a difficult 
day at school, she recounted: 
Yes, there are many days like that! I remember a child that had massive aggression 
attacks. I asked him something and he refused. So I asked him to think with me. It started 
ZHOOEXWWKHQDOORIDVXGGHQKHVWDUWHGVKRXWLQJDWPHµ,ZDQW\RXWRGLHDQG,¶OOEULQJ
PDQ\IORZHUVWR\RXUJUDYH¶+HOHIWWKHFODVVDQGVODPPHGWKHGRRUDIWHUVKRXWLQJ
saying horrible things to everybody and hitting other children. That was a moment I said, 
µ)RU*RG¶VDNH:KDWGR,QHHGWKDWIRU",NHHSRQJLYLQJDQGIRUZKDW"¶ 
 
7KHSDVVDJHDERYHVKRZVWKHQHJDWLYHHIIHFWRIVXFKVLWXDWLRQVRQ5DFKHO¶VRXWORRN
towards her profession. One can also say, from her choice of words, that the situation left her 
more frustrated than before. The passage also shows that she was starting to question if there 
were any point in carrying on. 
Like Rachel, Naomi described harsh experiences with children. She even said she felt the 
interaction with one of them ³GURYHKHUFUD]\´Diana said she felt they were looking down at 
her. 
Naomi: 
I gave them all that I could give them. I shared personal experiences of my own 
FKLOGKRRG,ZDVWU\LQJ«WKHUHZDVWKDWFKLOGZKRGHOLEHUDWHO\UHSHDWHGWKHsame 
questions again and again, or disturbed me. I felt all he wanted was to drive me crazy. 
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Diana: 
7KH\ZHUHVZHDULQJDWPH,WZDVDQLJKWPDUH«,UHPHPEHURQHRIWKHFKLOGUHQXVHGWR
sit in front of me, in the first row, talking to her friends at the other end of the classroom. 
When I told her to stop or asked why she was doing it, she ignored me. She made me feel 
invisible, as if I was air. That was worse than when they swore at me. I felt they 
dismissed me totally. 
Trying to visualise the type of her relationships with the students, Diana and three other 
participants chose words from the world of war or police work. 
Diana said: ³,GRQ¶WPDNHDJRRGSROLFHZRPDQ7KLVLVQRWZKDW,ZDQWHGWREHEXWWKLV
is what I founGP\VHOIEHFRPLQJ´ 
Sandra: 
I felt I was at war. There was that child in one of the classes. He was extremely 
DJJUHVVLYH+HZDVUXLQLQJHYHU\WKLQJ+HXVHGWRWKURZVWRQHVDQG,GLGQ¶WNQRZZKDW
to do. He never listened to me. There were those strings hanging there and he was 
climbing on them. I felt I must get some help. 
I felt I was playing the role of a policewoman. More than half of the time I had to spend 
on discipline. And I mean things like asking the children to sit in their chairs. 
 
Alison said: ³They have taken all my energy since I had to deal with their bad behaviour, 
OLNHGRLQJSROLFHZRUN7KLVZDVQRWZKDW,ZDQWHG´ 
Emilee: 
There was that child who behaved badly. He was bullying everyone and I felt he was 
fighting me. I remember he took money off another student. It was so embarrassing and 
humiliating. When I told him he was suspended ± war broke out. 
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The harsh experiences of the relationships with the children changed their perception and 
feelings, leading them to question their choice to become teachers. As Diana said, ³WKLVLVQRW
ZKDW,ZDQWHGZKHQ,GHFLGHGWREHFRPHDWHDFKHU´. The expectations grew thin and the 
frustration became more dominant. 
Alison: 
I felt they were using me for their own purposes. They were coming back from lunch 
EUHDNORRNLQJDQJULO\DWPH«7KH\ZHUH\HOOLQJDWPHLQFODVVDQGHYHQLQWKHEXVJRLQJ
back from school. I was giving and giving and giving ± EXWVRPHWLPHV,IHOWWKH\GLGQ¶W
get anything. 
 
Diana: 
I started to hate them. I hated them and they hated me. $WVRPHSRLQW,WROGWKHPµORRN
\RXGRQ¶WZDQWWREHKHUH,GRQ¶WZDQWWREHKHUHVROHW¶VMXVWWU\WRFRPSOHWHWKH
OHDUQLQJZHKDYHWRFRPSOHWHDQGEUHDNXSULJKWDIWHUWKDW¶ 
I burst into tears on my way home. I was crying because I was so frustrated at not being 
able to reach the children. No matter how I tried ± I failed. 
 
Naomi: 
Children these days are horrible! Horrible! ,FRXOGQ¶WWDNHLWDQ\PRUH,KHOGKLVKDQGV
ORRNHGLQWRKLVH\HVDQGVDLGµ(QRXJK(QRXJK¶,¶GQHYHUKXUWDFKLOGEXWthere was a 
moment that I felt I could have slapped his face. 
 
Alison said: ³,WZDVYHU\IUXVWUDWLQJ,IHOWZHDNDQGIUXVWUDWHG,WKRXJKW,GLGQ¶WKDYHWKH
TXDOLWLHV,QHHGHGWREHDWHDFKHU)UXVWUDWLRQLVWKHZRUGWKDWEHVWGHVFULEHVZKDW,IHOW´ 
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Rachel summed up her feelings: 
It really hurts because you do have a relationship with the child and you give him so 
much. But when he tells you horrible things it feels like a hit below the belt, and you feel 
\RX¶YHKDGHQRXJK6R\RXWKLQNZKDWGR,QHHGDOO this for ± ,¶OOTXLWWKLVMREDQGZRUN
nine to five in an office! 
 
7KRVHZRUGVUHDOO\FDSWXUH5DFKHO¶VIUXVWUDWLRQDWEHLQJEXOOLHGE\WKHVWXGHQWV
she treated as if they were her own children. 
It is important to mention that the participants did mention other experiences of 
interaction with the children. For example, Rachel said, ³Of course there are those 
children who were waiting for me in the mornings, waiting for me, welcoming me. 
7KH\¶UHWKHRQHVZKRVRPHKRZKHOSHGPHVWD\WKHUH´(PLOHHPHQWLRQHGthat she had 
other experiences too, and even today sometimes sees former students who make small 
gestures of appreciation: 
I do see ex-students of mine from time to time. For example I sat the other day at the 
coffee shop with my partner, and to my surprise the waitress came over with a piece of 
FDNHSRLQWLQJDWDJX\VLWWLQJLQWKHFRIIHHVKRSVD\LQJWKDWKH¶GSDLGIRULW+H¶GEHHQ
one of my students. Another time I went to buy a computer and the owner of the shop 
was my ex-student. There are those who VHHPHDQGWHOOPHWKH\KDGQ¶WOLNHd me at 
school, but now understand how important it all was. It makes me feel good, but when I 
was at school I reached the point where I was counting the minutes, waiting for the day to 
pass. It is impossible to live like that. 
 
Relationships with the students were therefore far from what the participants 
wished or imagined. Their difficult experiences changed their feelings and thoughts, 
contributing to their decision to leave school. The better interactions they experienced 
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FRXOGQRWNHHSWKHPDWVFKRRO6DGO\WKHLUUHODWLRQVKLSVZLWKWKHFKLOGUHQ¶VSDUHQWVZHUH
no different. 
4.2.3 Subtheme III: RHODWLRQVKLSZLWKVWXGHQWV¶SDUHQWV 
As they had when talking about relationships with students, the participants 
expressed fear DQGWUHPEOLQJZKHQWKH\GHVFULEHGWKHLUH[SHULHQFHRIWKHVWXGHQWV¶
parents, who threatened, attacked and bullied them and failed to appreciate their efforts. 
The terminology of war was even more evident than it had been in the previous 
subtheme, with expressions like: ³VWDQGLQJLQWKHIURQWOLQH´³EHLQJKLWE\EXOOHWV´RUIHHOLQJOLNH
D³punchbag´ being used. Alison said, ³7KH\DWWDFNHGPH7KHUHLVQRRWKHUZD\WRGHVFULEHLW´ 
During the early parts of their interviews, participants said they had started out wanting to 
communicate with the parents and form good relationships with them, but they soon found they 
were unable to create clear boundaries to protect themselves. 
Rachel: 
He [a parent] used to ring me and shout at me not to tell him what to do and that he 
GRHVQ¶WFDUHDERXWDQ\WKLQJDQGWKDWLIKLVFKLOGKDVDSUREOHPWKHQWKHVFKRROQHHGVWR
deal with it. I tried to explain, but he didn¶t listen. 
 
Emilee: 
I had to suspend one of the students after he bullied another student. As a result, his 
parents started bothering me. It was close to bullying. They were ringing me at all hours 
RIWKHGD\RUQLJKWVFUHDPLQJDQGWKUHDWHQLQJ7KH\VDLGWKH\¶GFRQWDFWWKHLQVSHFWRUVDW
the Ministry of Education unless I let their child back into school immediately. It was a 
nightmare. 
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Diana said: ³One of the students was bullying another student. We were still trying to 
decide what to do about it when his mother rang and started yelling at me.´ Ruth said³,DOZD\V
had to compromise and do what the parents wanted me to, because the principal was afraid of the 
SDUHQWVZRUULHGWKH\ZRXOGEHDWKHUXS´ 
Naomi: 
2QHRIWKHPRWKHUVGHFLGHGWKDW,ZDVQ¶WZRUNLQJKDUGHQRXJKZLWKKHUGDXJKWHU6KH
used to ring me saying that she was sad to hear I was the teacher of her daughter, 
screaming at me for not checking if her daughter had taken all her books home from 
school. I tried to calm her down but nothing helped. 
 
When she was asked to describe what she felt, Naomi added:  
I felt insulted. I was doing everything I could for her daughter, so how come she was 
talking to me like that? She used me as her punchbag« When her daughter celebrated 
KHUELUWKGD\LQFODVVWKDWPRWKHUGLGQ¶WHYHQORRNDWPH6KHZDVVLWWLQJLQP\FODVV, not 
ORRNLQJDWPHDWDOODQG,FRXOGQ¶WXQGHUVWDQGZK\                                                             
I felt like I was standing in the frontline and getting all the bullets. No one can be 
constantly criticised and stay calm. 
 
Describing her interaction with another parent, Naomi told the story: 
7KDWIDWKHUXVHGWRFRPHWRVFKRROLQWKHPRUQLQJDQGWHOOPHµKHUHLVP\FKLOGIURP
QRZRQ\RXDUHUHVSRQVLEOHIRUZKDWHYHUKDSSHQVWRKLP¶+ROGRQ:KDWGR\RXPHDQ"
It is your son, not mine. And your son is a problematic guy, he climbs on the windows 
and breaks them down. When I asked that father to come to school, he told me it was my 
problem, not his. 
There were no boundaries. A parent could come and tell me this is what I want 
my son to have, this is where I want him to sit. I felt I had no choice. 
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It is important to note the tone of the participants as they described their interaction with 
the parents. It was filled with resentment and hopelessness towards the career that they once 
cherished as an ideal. 
It is also important to mention that participants did point out better interactions as well, 
though even those were far from what they had wished for or expected. Instead of the 
cooperation they longed for, they described experiencing attacks and threats that made them feel 
they were living in a nightmare. 
4.2.4 Subtheme IV: Relationships with principals 
Naturally, the principals at the SDUWLFLSDQWV¶ schools played a central role among the 
people with whom the participants interacted. All the participants said they had disputes and 
arguments with their principals. Sandra said: ³7KHSULQFLSDOJRWDQJU\ZLWKPH´ 
Each participant expected to receive emotional reward from the principal, a superior 
figure. It was not forthcoming. Diana said: ³(PRWLRQDOUHZDUGDQGDSSUHFLDWLRQ>E\WKH
SULQFLSDO@LVWKHPRVWPHDQLQJIXOEXWLWZDVQ¶WWKHUH´ 
They said they felt the principal looked down on them and would not listen. Diana said 
the principal did not care about her: 
We had some visitors from overseas at school and the principal asked me to prepare a 
presentation for them. It took me few days to prepare it, at home, after school hours. 
When the visitors came, I presented it all. The principal hardly said thank you. I felt she 
GLGQ¶WVHHPHGLGQ¶WFDUHDERXWPHDWDOO,JDYHVRPXFKIRUKHU 
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Later in the interview, she repeated, ³,GLGQ¶WIHHOVKHFDUHGDERXWPH6KHZDVRQO\
giving orders.´7KHUHZDVDIHHOLQJthat the principal ignored the emotional needs of the 
participants. Alison said: ³,ZDVWUHDWHGDVLI,ZDVDURERW´ 
Naomi could not understand why her needs were dismissed: ³I am a loving person who 
knows how to listen and accommodate others, and I need that to be reciprocated by others. But it 
ZDVPLVVLQJ,WPDGHPHDQJU\´ 
There was a feeling of one-sided and unsupportive interaction. Sandra said, ³,IHOWVKHGLG
QRWVXSSRUWPHZKHQ,QHHGHGKHU´. Ruth remembered that the principal never listened to her: ³,
IHOWWKHSULQFLSDOZDVEHQGLQJP\DUP´ Asked to explain what she meant, she added, ³7KH
principal called me and instructed me to change my teaching programme. She never supported 
PH´ 
Alison described she felt she was being used, getting no support or appreciation from her 
principal: ³,IHOWXVHG«LW¶VQRWHDV\WRUXQDFODVVRIVRPDQ\VWXGHQWV«DQGQRERG\QRWLFHG´ 
A similar experience was expressed by Rachel: 
 
:KDWHYHU\RXGRLW¶VQRJRRG«WKHUHDUHWLPHs you can see that teachers, parents and the 
principal appreciate what you do, but many other times that you do so much, you have all 
good will ± DQGLWLVQRWDSSUHFLDWHG7KHUHLVQ¶WUHDOO\DQ\DSSUHFLDWLRQRUDSSURYDOIRU
teachers from superiors or the Government. 
The relationships with the principal were described as adding pressure. At one 
point, Rachel said that she could no longer work at the same school as her principal, even 
if she had to leave the profession. Rachel said she felt that the principal preferred to 
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create a nice show for the inspector: ³,IHOWWKDW,¶GHLWKHUILQGDQRWKHUVFKRRORUTXLW
DOWRJHWKHU:HKDGDWHUULEOHGLVSXWH«,KDGQRWKLQJWRGRWKHUH´ Jennifer and Naomi 
reported the same. 
Jennifer: 
One of the things that contributed to my decision to leave school was my principal. I 
remember clearly one event, when I failed one of the students ± the principal called me 
and told me to change that mark because the student was related to the mayor ± a similar 
thing happeneGZLWKDQRWKHUVWXGHQW6KHZDVQ¶WJRRGHQRXJK«EXWWKHSULQFLSDOWROGPH
VKH¶GGRQDWHGWRVFKRRO«,GLGQ¶WWKLQN,VKRXOGGRLW«,FRXOGQ¶WEHDULW 
 
Naomi: 
I was put under pressure by the principal. She asked me to contain the children, to listen 
to them, to give each one of them enough time, to develop personal dialogue with each 
student ± but she never did that for me. 
 
Nevertheless, Naomi, Ruth and Diana did recall times when they felt the principal had 
been more gentle and supportive. This happened when the principal praised them or shared 
personal things with them. Naomi said: ³2QFHDWWKHSHGDJRJLFDOPHHWLQJVKHVDLG,ZDVGRLQJ
DJRRGMRE´ 
Diana said: ³Once we went together, me and her, to visit a special project in the nearby 
town. On the way, she told me a little bit about herself and how she decided to work in this field. 
%XWWKDWZDVLW´ 
'LDQDDGGHGWKDWVKHZDVQ¶WRQHWKHSULQFLSDO¶VIDYRXULWHWHDFKHUV³6KHZDVQHYHUWRR
SHUVRQDOZLWKPH6KHKDGKHUIDYRXULWHVDPRQJWKHWHDFKHUV,ZDVQ¶WRQHRIWKHP´ 
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Finally, when Sandra announced her decision to quit, to her surprise: ³7KH principal 
GLGQ¶WHYHQWU\WRFRQYLQFHPHWRVWD\´ 
The SDUWLFLSDQWV¶Uelationships with the principals, key figures at school, were therefore 
muddled, pressurising, mostly impersonal and unsupportive. 
4.2.5 Subtheme V: Relationships with other teachers 
We have already seen that the participants expressed frustration with the quality of their 
UHODWLRQVKLSVZLWKWKHVWXGHQWVWKHVWXGHQWV¶SDUHQWVDQGWKHSULQFLSDOV$V if those were not 
enough, when they turned to their colleagues, the other teachers, another disappointment 
awaited. The participants described difficult relationships with some of their colleagues. Rachel 
said³,GRQµWDOZD\VIHHOFRQQHFWHGWRWKHWHDP´ 
She meant that there was a lack of communication between her and the other teachers. 
Communication or connecting to other people is crucial to developing a positive and healthy 
relationship with them. Naomi bluntly described her encounters with one of the teachers as a 
traumatic experience. She reported she was having a nervous breakdown: 
There was a teacher who refused to cooperate with me. She did everything to fail me. She 
WDONHGDERXWPHEHKLQGP\EDFNDQG,ZDVFU\LQJ«VKHGLGQ¶WOHWPHH[SUHVVP\VHOf; 
VKHXVHGWRVKRXWPHGRZQLQWHDPPHHWLQJV«,ZDVOHIWH[KDXVWHG 
,WNLOOHGPH,IHOW,FRXOGWDNHLWDQ\PRUH,FRXOGQ¶WWUXVWWKHRWKHUWHDFKHUVDQ\PRUH,
felt they were gossiping all the time. 
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One of the difficulties was a clash of views or a disliNHRIRWKHUWHDFKHUV¶EHKDYLRXU5XWK 
said: ³I was shocked by the way other teachers behaved. I saw one of them throwing leftovers on 
WKHJURXQG,FRXOGQ¶WXQGHUVWDQGKRZVKHFRXOGGRLW,IHOW,ZDVGLIIHUHQWIURPWKHRWKHUV´ 
While Sandra preferred to stay away from all of the teachers, Emilee said she felt she 
should stay away from some of them. 
Sandra:  
,GLGQ¶WOLNHJRLQJWRWKHWHDFKHUV¶URRPDOOWKHWKLQJV,GLGQ¶WOLNHKDSSHQHGWKHUH«,
GLGQ¶WKDYHDQ\JRRGRUPHDQLQJIXO LQWHUDFWLRQVZLWKRWKHUWHDFKHUVDQG,ZRXOGQ¶WVWD\
there any longer than I had to. 
 
Ruth said³,KDGJRRGFRQQHFWLRQVZLWKDIHZWHDFKHUVEXWWKHUHZHUHRWKHUV,IHOW,¶G
EHWWHUVWD\DZD\IURP´ 
To sum up this subtheme: whilst one might think that relationships with teacher 
colleagues would be excellent, as they all share similar difficulties and challenges, it seems that 
the reality was different. Colleagues were often a source of pain and suffering. 
4.2.6 Subtheme VI: Loneliness and isolation 
The participants revealed feelings of loneliness, isolation and alienation, saying that 
nobody understood their situation. The participants expressed their pain, their voices often 
becoming slower and quieter. They found themselves either minimising their stay at school or 
taking on more tasks in order to feel less alone. 
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Rachel:  
,GRQ¶WIHHOLW¶VDQDWXUDOSDUWRIPH«,IHHODQJU\DOLHQDWHG«,W¶VYHU\IUXVWUDWLQJ«QR
RQHXQGHUVWDQGV«<RXFDQ¶WHYHQLPDJLQH$VWUDQJHUZRXOGQ¶WXQGHUVWDQGLW«QRRQH
can understand that feeling. 
 
Diana:  
I felt totally isolated. I used to come to school exactly at the time class started, and not 
RQHVHFRQGHDUOLHUDYRLGLQJWKHWHDFKHUV¶URRPHDWLQJP\OXQFK-break sandwich quickly 
DQGOHDYLQJ,GLGQ¶WIHHO,EHORQJHG 
 
 
Jennifer said³7KHUHZHUHGD\V,IHOWYHU\ORQHO\´ 
Ruth said: ³,IHOW,ZDVGLIIHUHQWIURPWKHRWKHUV,IHOW,ZDVDLPLQJWRZDUGVGLIIHUHQW
WDUJHWV´ 
Naomi: 
,IHOW,ZDVDQDOLHQ«,KDGQRRQHWRWDONWR«,KDWHGJRLQJWRWKHWHDFKHUV¶URRP,VHH
P\VHOIDVDIULHQGO\SHUVRQ\HW,GLGQ¶WIHHOJRRGZLWKWKHRWKHUV,IRXQGP\VHOI
YROXQWHHULQJWRGRDOOWKHH[WUDZRUNZLWKWKHVWXGHQWVDYRLGLQJP\ORQHOLQHVV«,IHOW
extremely lonely. 
 
 
Alison said³$WWKHHQGRIWKHGD\,IHOW,ZDVDORQH´ Meanwhile, Sandra said³I 
H[SHULHQFHGDOLHQDWLRQ7KHUHZDVQRERG\ZLWKPHLQP\GLIILFXOWWLPHV«,UHPHPEHU,KDWHG
JRLQJWRWKHWHDFKHUV¶URRP,IHOWVRORQHO\WKHUH´ 
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Eventually they expressed feelings of wanting to end these feelings. Rachel said: ³<RX
IHHO\RX¶YHKDGHQRXJK«LWKXUWV\RXVRPXFK´. Sandra said: ³,WKLQNWKLVKDVVRPHKRZ
GHWHUPLQHGWKHHQGRIP\WHDFKLQJFDUHHU´ 
Summing up this subtheme, loneliness, isolation and alienation were the dominant terms 
the participants used to describe their social experience with their colleague teachers. The 
IHHOLQJVPRXQWHGWRWKHSRLQWZKHQWKH\DYRLGHGJRLQJWRWKHWHDFKHUV¶URRP 
4.2.7 Theme B: summary 
Concluding the second superordinate theme: all participants expressed a wish to create 
meaningful, close relationships with others, but all described unpleasant experiences with all four 
major groups. This resulted in feelings of loneliness, isolation and alienation that contributed to 
their decision to leave their jobs. 
 
4.3   Theme C: Focus on the psychological dimension 
The third superordinate theme focuses on aspects of the psychological dimension. With 
ILYHVXEWKHPHVLWSUHVHQWVWKHSDUWLFLSDQWV¶SHUVRQDODQGSURIHVVLRQDOVHOI-perception, their 
experience of freedom, or lack of it, the responsibility they thought they had and the belief that 
they had insufficient tools to cope with the challenges they faced. It looks at reported 
psychological pressure and shows how their school experiences changed their self-perception. 
As in the previous superordinate themes, the participants expressed high levels of stress 
and reported their inability to become the people they wanted to be when they chose to become 
teachers. 
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Figure 5: Focus on the psychological dimension: personal & professional identity 
 
4.3.1 Subtheme I: Self-perception 
The participants were asked to describe the way they view themselves, in terms of 
character or personality. They all said that they saw themselves as sensitive women, emotionally 
generous, who like to give to others. They went on to further explain their self-assessments. 
Diana said: ³,¶PDVHQVLWLYHSHUVRQ7KLQJVJHWWRPH«,GRQ¶WH[DFWO\KDYHDQHOHSKDQW¶V
VNLQ«,DPYHU\IULHQGO\DQGVRFLDEOH,¶YHJRWPDQ\IULHQGVDQG,LQYHVWDORWLQSUHVHUYLQJP\
IULHQGVKLSV´ 
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Jennifer: 
,¶PMXVWDQRUGLQDU\SHUVRQ«,¶POR\DO,KDYHSULQFLSOHVDQG,GRQ¶WOLNHWRFXW
FRUQHUV«,FDQUHDGEHWZHHQWKHOLQHVDQG,XVXDOO\VHQVHRWKHUV¶IHHOLQJV,VHHP\VHOI
DVDVHQVLWLYHSHUVRQ,W¶VQRWHDV\VRPHWLPHV,ZLVK,ZDVQ¶WDVVHQVLWLYH DV,DPLW¶V
very difficult. 
 
Ruth said³,¶PDSHUVRQZKRVHLQWHUSHUVRQDOUHODWLRQVKLSLVLPSRUWDQWWRKHU(GXFDWLRQ
LVSDUWRIP\HVVHQFH,WHQGWRWDNHUHVSRQVLELOLWLHV´ Meanwhile, Naomi said: ³,¶PDORYLQJ
person, who knows to listen and to accommRGDWHRWKHUV«,OLNHWRJLYHWRRWKHUV«,¶PDQ
LQGHSHQGHQWSHUVRQ«,DPDGRHUQRWDSHUVRQZKRGRHVQ¶WPDNHWRRPXFKQRLVH´ 
Emilee: 
,¶PDSHUVRQZKROLNHVWRJLYHDQGWRKHOSRWKHUV«,DPKRQHVW..,ORYHWHDFKLQJLW¶VD
QDWXUDOSDUWRIPH,¶PDSHUVRQZKRORYHVJLYLQJWRRWKHUV,GRQ¶WOLNHILJKWLQJ,GRQ¶W
tend to stay where there are fights, I like happy endings. 
 
Alison said³,¶PDSHUVRQZKROLNHVWRGRWKLQJGLIIHUHQWO\DQGFUHDWLYHO\,OLNHWRIHHO
that what I do is meaningful; I like to bring QHZWKLQJVDQGQHZLGHDV«,OLNHWHDPZRUNDQG,
OLNHRWKHUSHRSOH´ Rachel said³,OLNHWRJLYHWRRWKHUV´³,DPVHQVLWLYH´³,ORYHFKLOGUHQ´ 
Meanwhile, Sandra said³,DPEDODQFHGSHUVRQ,GRQRWDFWLPSXOVLYHO\,DPHPSDWKHWLF,
always try to bHDJRRGSHUVRQQRWWREHPHDQWRRWKHUV´ 
In conclusion, all the participants come across as loving people. They particularly 
emphasised their sensitivity and their social and interpersonal qualities. This is particularly 
interesting as it stands in contrast to their description of their actual inter-personal experiences at 
school. 
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4.3.2 Subtheme II: Professional perception 
While the participants believe that teachers must maintain high standards and that 
teaching is an important profession, people around them do not share those beliefs. Both 
professionals and the public seem to look down on teachers, thinking they do not do a good 
enough job. 
Diana said³,WKLQNDWHDFKHULVDPHDQLQJIXODQGLPSRUWDQWILJXUHEXW,GRQ¶WWKLQNWKH
parents of the students VHHLWWKDWZD\´ Emilee said³,WKLQNWHDFKHUVDUHDJURXSRIJLYHUV
HGXFDWHGDVDOWUXLVWVEXW,GRQ¶WWKLQNSDUHQWVKDYHVXIILFLHQWDSSUHFLDWLRQIRUWKHP´ For Ruth: 
³,WKLQNPDQ\SHRSOHEHOLHYHWKDWWHDFKHUVDUHSHRSOHZKRFDQ¶WGRDQ\WKLQJHOVH0Dny people 
DURXQGPHZHUHVXUSULVHG,ZDQWHGWREHDWHDFKHU7KH\WROGPH,FRXOGGREHWWHUWKDQWKDW´ 
Meanwhile, Naomi said: ³7KHUH¶VDSXEOLFP\WKWKDWWHDFKHUVDUHKDYLQJIXQ(YHQP\KXVEDQG
used to tell me that. He said I was having fun five hours a GD\3HRSOHGRQ¶WXQGHUVWDQGLW¶VD
GLIILFXOWSURIHVVLRQWLPHDQGHQHUJ\FRQVXPLQJ´ 
To add to their professional burden, they were bound by a policy of continuous 
improvement and constantly obliged to prove their worth. They said these requirements were not 
realistic and implied that the Ministry despised them. 
Rachel: 
We have to prove ourselves all the time....The teacher has to maintain certain standards 
and is under constant pressure....Often the Ministry of Education wants standards that 
GRQ¶WPHHWthe reality...it frustrates us and the children, and puts us under pressure. 
We have to take extra training each year, and each year we do the same topics because 
each year they change the standards. 
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Ruth: 
I think the Ministry of Education believes they can do whatever they want with us 
teachers. They look down on us and create a belief that what the teachers are doing is not 
JRRGHQRXJK«WKH\NHHSRQWHOOLQJXVWRFKDQJHWKHWHDFKLQJSURJUDPPHV2QFHZH
finish creating one, they tell us we have to make a better one. Teaching can be a despised 
profession. 
 
And, as Rachel added later, if she was not being appreciated professionally as well as 
personally, then she could not see any good reason to stay at school. ³,IHOWHYHQP\SURIHVVLRQDO
knowledge and opiniRQVZHUHQRWEHLQJDSSUHFLDWHG«,KDGQRWKLQJWRGRWKHUHDQ\PRUH´ 
The participants had initially thought of teaching as a highly appreciated profession. Soon 
enough, they learned that neither at school itself nor at home is it seen that way. Given that, 
doubts arose again about their willingness to stay at school. 
4.3.3 Subtheme III: Lack of personal and professional freedom 
7KLVVXEWKHPHUHIHUVWRWZRW\SHVRIIUHHGRPWKDWLQWKHSDUWLFLSDQWV¶ accounts of their 
experience, were missing. One was personal, fostering psychological preoccupation that kept the 
participants constantly bothered, with restless minds. The other was a lack of professional 
academic freedom, preventing them from using, or even showing, their unique and authentic 
abilities. 
In terms of psychological preoccupation, the participants felt they did not have enough 
freedom, several expressing frustration. They said their work did not end when they left school; 
they had to carry on at home, sometimes through the night, so they never had enough time to let 
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WKHLUPLQGVUHVW7KHUHZHUHQRFOHDUERXQGDULHVEHWZHHQWKHLUZRUNLQJWLPHDQGWKHLU³PH
WLPH´ 
They said they were occupied with things they were not supposed to deal with after 
official working hours, ³WZHQW\-IRXUKRXUVDGD\VHYHQGD\VDZHHN´ as Rachel expressed it. 
She and Alison both said that they were ³FRQVWDQWO\ZRUULHG´. Rachel added that sometimes she 
could not sleep at night because she kept on thinking about school, and Naomi said she needed 
³WRJLYHKHUKHDGVRPHUHVW´. 
Diana: 
$WVFKRRO,GLGQ¶WKDYHDQ\IUHHWLPH'XULQJEUHDNWLPHWKH\ZHUHDOOUXQQLQJDIWHUPH
DVNLQJTXHVWLRQV«DQGWKDWZDVLW,KDGQROXQFKEUHDN7KHQWKH\ZHUHFDOOLQJPHDOO
afternoon, students and parents. And I had to work from home as well. My head was 
always occupied, always thinking. All the time. 
 
Rachel: 
The work continues at home, sometimes for the whole night....Sometimes you have no 
VSDUHWLPHIRU\RXUVHOI«:HZRUNDWKRPHIRUORQJKRXUVGHDOLQJZLWh all kinds of 
WKLQJVZH¶UHQRWVXSSRVHGWRGHDOZLWK«7KHUHDUHWLPHV,JRKRPHDQGWKLQNµ2KQR
3HUKDSV,GLGQ¶WSD\HQRXJKDWWHQWLRQ¶,W¶VDSUHVVXUH\RXFDUU\ZLWK\RXIURPVFKRRO
into your family life, into home. 
 
As much as they could not free themselves from obsessive thought, they could not 
free themselves from the chains of the instructed study programmes either. When the 
participants described their academic freedom, they said they felt under pressure and 
surveLOODQFH,Q5DFKHO¶VZRUGV: ³WKHIUHHGRPLVYHU\OLPLWHG,WLVZLWKLQERXQGDULHV´ 
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Throughout the interviews, the participants expressed frustration at having no freedom to 
choose the way they wanted to be at school, to interact and teach. They said they felt they had to 
fit into a system with whose teaching programmes they often disagreed. Jenifer expressed her 
disagreement, as well as her wish to express her creativity: ³:K\GRWKHFKLOGUHQKDYHWRGRWKH
same exercises they used to do 80 years ago?! I wDQWHGWREHPRUHFUHDWLYHWKDQWKDW´ 
Negotiation was not allowed. Teaching programmes were forced on them, as if 
the teachers were robots. 
Alison: 
I had to fit in into the system. They told me this is the programme and this is what you 
have to do. As if I ZDVDURERWRUVRPHWKLQJ«,WZDVVDGIRUPHWRXQGHUVWDQGWKDW,
could not deliver the materials I felt I wanted to, as I was told I had to teach other things. 
 
Naomi said³,ZDVWROGWKDWWKLVLVKRZVFKRROZRUNVDQGWKDW,KDYHWRDGMXVWWR
the given conditions and study programmes, to cultivate good marks and achieve higher 
DYHUDJHPDUNV´ For 5XWK³,ZDVLQVWUXFWHGE\WKHSULQFLSDOWRFKDQJHWKHVWXG\
SURJUDPPHVDQGWRILWLQZLWKWKHSDUHQWV¶GHPDQGV7KHUHZDVQRURRPIRUGLVFXVVLRQ´ 
The moments when Diana felt she was free to teach what she felt was important were 
mentioned as the joyous ones: 
7KHUHZDVQ¶WUHDOO\DQ\DFDGHPLFIUHHGRP:HKDGWRWHDFKZKDWZHZHUHWROGWRWHDFK
When the classroom door was shut, and I felt we had covered the essential learning 
materials, I allowed myself to deliver the materials I really wanted to teach. These were 
the moments I really enjoyed. 
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Despite their lack of freedom and restricted subject matter, their sense of 
responsibility was high. As Diana said: ³,IHOWJUHDWUHVSRQVLELOLW\«SHUKDSVPRUHWKDQ,
QHHGHGWR´. 
Alison said: ³,IWKHUHKDGEHHQPRUHWKDQRQHWHDFKHULQFODVVZHFRXOGKDYH
VKDUHGWKHUHVSRQVLELOLW\DQGSHUKDSVEHHQOHVVZRUULHG´ Rachel said³,IHHOJUHDW
responsibility for the children, anGVLQFH,KDYHDWOHDVWFKLOGUHQ,¶PRFFXSLHGDOOWKH
WLPHDQGLWNLOOVPH´ 
Eventually, although they had freely chosen their profession, they reported no 
inclination to stay within this limiting system. 
Alison said: ³,FRXOGQRWDJUHHZLWKLW,DPQRWDURERW´(PLOHH said³7KHV\VWHPLV
WRWDOO\LQIOH[LEOH,FDPHWRWKHFRQFOXVLRQWKDW,FRXOGQ¶WFRQWLQXHOLNHWKDW7KHUH¶VQR
SRLQWRIVWD\LQJLQDSODFHWKDWGRHVQ¶WOHW\RXH[SUHVV\RXUVHOIIUHHO\´ For Naomi: 
³7KHUHZDVDFOHDUFRQIOLFWEHWZHHQthe way I thought it should be and the way the 
V\VWHPVDLGLWVKRXOGEH,WZDVLPSRVVLEOHWRUHVROYHLW´ Diana said³,UDQJWKHVFKRRO
secretary and told her I wanted to quit. It was one and a half months after I started 
ZRUNLQJWKHUHEXW,FRXOGQ¶WVWD\WKHUHDQ\ORQJHU6KHWROGPH,FRXOGQ¶WTXLW´ 
$OOWKHSDUWLFLSDQWV¶DFFRXQWVZHUHFKDUDFWHULVHGE\WKHLUODFNRISURIHVVLRQDOIUHHGRP
endless hours of bothering thought, worries and their sense of responsibility. All these factors 
contributed to their decisions to leave a career to which they had once freely aspired. 
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4.3.4 Subtheme IV: Experience of inability and failure 
The participants reported that they often felt incapable of coping with the huge number of 
different tasks. They said they lacked the tools and knowledge to help them with the daily 
FKDOOHQJHVWKH\KDGWRIDFH7KH\GLGQRWPHDQWKH\GLGQ¶WNQRZZKDWWRWHDFKEXWWKDWWKH\
GLGQ¶WKDYHHQRXJKNQRZOHGJHRQKRZWRGHDOZLWKEHKDYLRXUSUREOHPVFKLOGUHQZLWKVSHFLDO
needs and angry parents. Usually they accused the system of failure, as it was the system that 
should have supplied that knowledge. 
When Naomi talked about this, her voice faltered and her tone changed. She seemed in 
pain: 
How was I supposed to cope with all of these difficulties?! They told me they trusted my 
ability to cope, but never gave me any tools to do it. They said anybody could handle 
WKHVHVLWXDWLRQV%XW,FRXOGQ¶W,GRQ¶WWKLQN,KDGHQRXJKNQRZOHGJHRIKRZWRGHDOZLWK
children who had all sorts of different problems. 
 
Emilee, too, said she still feels the pain of not knowing how to deal with angry parents: 
 
I found myself having to deal with things I never learned or knew how to deal with, for 
H[DPSOHDJJUHVVLYHSDUHQWV,FRXOGQ¶WKDQGOHLW,GLGQ¶WNQRZKRZto cope with them. 
,¶PQRWXVHGWREHLQJLQDSODFHZKHUHSHRSOHVKRXWDWPHDOOWKHWLPH,WZDVVRGLIILFXOW
It was several years ago, yet in my memories it is as fresh as if it happened yesterday. 
 
Sandra said³7KHUHZDVVXFKDPHVVLQFODVVDQGRQHof the children wouldn¶t listen to 
PH,GLGQ¶WNQRZZKDWWRGRZLWKKLP1RERG\JXLGHGPH´ Meanwhile, Diana said³,GRQ¶W
think I had the tools to help me widen the spectrum of my reactions. In challenging situations, a 
teacher with those tools can offeUPDQ\W\SHVRIUHVSRQVHV,GLGQ¶WKDYHWKHP´ 
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Failure bred disappointment. Diana said³,ZDQWHGWRVXFFHHGEXW,IHOW,IDLOHG´5XWK 
said³,ZDVYHU\GLVDSSRLQWHGZLWKP\DFKLHYHPHQWVDQGZLWKWKHHGXFDWLRQDOV\VWHP´For 
6DQGUD³.QRZLQJWKDW,GLGQ¶WFRPSOHWHZKDW,¶GVWDUWHGWKDW,FRXOGQ¶WFRSHZLWKLW«LW¶VD
NLQGRIIDLOXUH«,IDLOHG´ 
Daily experience of inability to cope with all sorts of difficulties led the participants to 
believe they did not have the needed knowledge, and that in turn led to a feeling of failure. 
4.3.5 Subtheme V: Changes in self-perception 
Participants were asked whether they think or feel work at school has changed them or 
the way they view themselves. 
Diana, who described herself at the beginning of the interview as a friendly and sociable 
person who invests a lot of energy in her relationships, said at the end of the interview that her 
experience at school had taught her not to give too much: ³,¶YHOHDUQHGWKDWJLYLQJWRRPXFKLV
not such a good idea. People XQGHUVWDQGLWZURQJO\7RGD\,GRQ¶WJLYHRWKHUVDVPXFKDV,GLG
back then ± ,IRFXVRQP\RZQQHHGVDVZHOO´ 
Jennifer, who saw herself as a loyal person, able to read between the lines and good at 
VHQVLQJRWKHUV¶IHHOLQJVQRZVHHVKHUVHOIGLIIHUHQWO\, saying: ³,¶PDZDUHWKDW,DPRYHU
VHQVLWLYHVHHµWRRPXFK¶DQGWKDWGRHVQ¶WPDNHP\OLIHHDV\´ 
Ruth, who said at the beginning of the interview that education is part of her essence, said 
towards the end that teaching is not her field ± she sees herself more as a therapist. She also 
added that she is more anxious now: 
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I am much more anxious today. I am much more worried, especially for the future of the 
FKLOGUHQDQGWKHFRXQWU\ZHOLYHLQ«,DPDGRHUDQGDJLYHU%XW,DPQRWDWHDFKHU,
am a therapist, ZKLFKLVDOVRDZD\RIGHDOLQJZLWKHGXFDWLRQ«$QG,DPQRWDSHUVRQ
who can stay for long in large systems. 
 
Naomi, who earlier described herself as a person who loves to listen, with the ability to 
give to and accommodate others, now says, following her teaching experience: ³,EHFDPHPXFK
PRUHUHVWOHVVOHVVWROHUDQWDQJULHUDQGPRUHDOHUW´ 
Emilee, who had said that she liked to help others and did not like to fight, said school 
had taught her that she could not force rules on others: ³,DPDZDUHWKDWI am not as capable as I 
WKRXJKW,ZDVLQIRUFLQJUXOHV´ 
Alison, who had said she was friendly, liked working with others, and offered creative 
thinking, now added: ³,WKLQN,¶PDSHUVRQZKROLNHVWRNQRZWKDWWKHUHLVVWLOODFKDQFHWRJURZ
and I tend to DSSUHFLDWHV\VWHPVWKDWUHVSHFWWKHSHRSOHWKDWDUHSDUWRIWKHP´ 
Rachel had described herself as a sensitive person who liked giving to others and loved 
children. Assessing herself after her teaching experience, she said: ³,OHDUQHGWRDFFHSWRWKHUVQR 
PDWWHUZKRWKH\DUHDQGWRWROHUDWHDQ\ERG\GLIIHUHQW´ 
Sandra, who had described herself as a balanced person, good and empathetic, learned 
that she could not demonstrate these qualities at school, as she does not consider herself a good 
teacher. She realises now that she is better in one-to-one interactions³,GRQ¶WWKLQN,¶PJRRGDW
working with large groups. I am a one-on-RQHSHUVRQ«DQG,DPQRWDJRRGWHDFKHU´ 
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The main changes the participants described were related to the way they view others, 
their inner calmness and the way they think of their ability to work within systems like schools. 
4.3.6  Theme C: summary 
Concluding the third superordinate theme, the participants view themselves as friendly, 
sociable empathic and good listeners. They think of themselves as people who like to help 
others, loyal team workers. When asked about the way their work at school might have changed 
them, they pointed out they became more anxious and concerned, they were worried that their 
level of sensitivity and generosity was too high, and they questioned whether they were fit to be 
teachers. 
This correlates with several experiences in which they said they were unable to cope with 
different sorts of situations. They said they felt their knowledge and armoury of tools were not 
good enough to cope with the daily challenges involved in their work that were not directly 
related to teaching. 
When it comes to teaching methods and learning programmes, the participants said that 
their professionalism was not appreciated. They were given no academic freedom and had to do 
whatever they were told. The effect of this lack of freedom was to make them constantly 
occupied and worried, which in turn led to psychological stress. 
Summing up all these accounts of the participants' experiences, doubts about their 
professional identity arose and contributed to their decision to look for another occupation. 
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4.4 Focus on the spiritual dimension 
The fourth superordinate theme focuses on the spiritual dimension. Its two subthemes are 
values and meaning. The values are those that the participants said were important to them, that 
they wanted ± but often failed ± to deliver to the next generation. The second subtheme describes 
WKHSDUWLFLSDQWV¶H[SHULHQFHRIEHLQJXQDEOHWRILQGPHDQLQJLQWKHLUZRUNVR that they came 
face-to-face with meaninglessness. 
 
Figure 6: Focus on the spiritual dimension: meaning 
 
4.4.1 Subtheme I: Values 
Very notably, the participants said there was a gap between the values they believed 
should be delivered at school and the values they actually had to focus on at school. They 
considered that their definition of the meaning of education was different from the one given to it 
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at school. Ruth said: ³7KLVLVQRWZKDW,FDOOHGXFDWLRQ(GXFDWLRQLVDERXWYDOXHVQRWPHUHO\
DFDGHPLFDFKLHYHPHQWV´ 
The participants said that focusing on academic achievements was not enough and 
wanted to focus on interpersonal aspects. 
Ruth: 
The Ministry of Education has lost its values. Exams and marks are top priority 
QRZ«RXUFKLOGUHQDUHEHLQJMXGJHGIRUWKHPDUNVWKH\JHW«ZKDWDERXWFKLOGUHQ¶V
behaviour? What about friendships? What about educating for values? The certificate 
they get at the end of the year reflects their academic achievement but not their 
KXPDQLW\«RXUVRFLHW\KDVEHFRPHYHU\FRPSHWLWLYH,GRQ¶WWKLQNLW¶VULJKW,MXVWFDQ¶W
understand why. 
 
Naomi: 
I wanted to foster trust and confidence within the children. It is a good basis for learning 
WRFRRSHUDWH«$WVFKRROWKH\SUHIHUUHGWRFRQFHQWUDWHRQWKHPDUNVWKHVWXGHQWVJHWWKH
average marks of each class and other statistical measurements. This did not line up with 
the things I believed in. I thought education was about seeing the individuals. 
 
Diana: 
I wanted them to be able to have meaningful dialogues with each other. I tried to provoke 
critical thinking. I wanted them to be able to question and think about the news. I wanted 
to discuss moral issues. These are the important things in my opinion. But I had to finish 
the study materials first, as they had to be good in the exams. 
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The participants were interested in promoting deeper thinking and genuine dialogue even 
if it was neither easy nor flattering, yet they reported they felt that the school preferred to invest 
in the outer layers, those that look nicer. 
Ruth: 
I wanted us to study in a loving and caring environment. I wanted them to develop deeper 
love to the subjects I was teaching, not just do it. For me it was important to help each 
one of the students understand that they are all capable, that they have the right genes 
inside them. We all have it. There was no time for that. The programmes of the Ministry 
of Education said to focus on exercises. This was not the essence of what I believed in. 
 
Emilee: 
At school they preferred focusing on the outer layers, the things that can be seen from the 
outside. Nice ceremonies. Showing guests how nice and good we were. I suddenly 
realised that I was being asked to conFHQWUDWHP\HQHUJ\LQWKDWGLUHFWLRQ%XWWKDW¶VQRW
WKHUHDVRQ,ZHQWWKHUH,ZDQWHGWRGHYHORSWKHVWXGHQWV¶VFLHQWLILFWKLQNLQJQRWMXVWWR
prepare for all these shows. 
 
Rachel: 
I thought we should educate for integrity and honesty. But these were not the values at 
school. What they thought really important was showing the inspector that all the 
children have good marks and achievement. I believed we had to show the inspector the 
UHDOSLFWXUHHYHQLILWZDVQ¶WIODWWHULQJ6DGO\WKHSULQFLSDOGLGQ¶WVHe it from that 
perspective. 
 
Diana: 
I made a list of the things I thought I should discuss with the children. Some were a bit 
shocking. Things people prefer to avoid, like domestic violence, sexual abuse and human 
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freedom. I created a list of names and photos of ten women murdered by their partners. I 
believed I should educate against violence. But I could only discuss it when the doors 
were shut tight. 
 
Jennifer said³,WKLQNWKHUH¶VVRPHGLVFRQQHFWLRQEHWZHHQWKHYDOXHVWKHHGXFDWLRQDO
system emphasises and those really needed in our society. They prefer to focus on achievement. I 
EHOLHYHGLQIRFXVLQJRQXQGHUVWDQGLQJDQGORJLFHQFRXUDJLQJWKLQNLQJDQGFUHDWLYLW\´ 
7KHUHZDVDOVRDJDSEHWZHHQWKHSDUWLFLSDQWV¶YDOXHVDQGWKRVHRIWKHLUFROOHDJXHV7Kat 
caused them deep unease. 
Ruth: 
There was a huge gap between the values I believed we should deliver and those that the 
other teachers believed in. I was shocked by the way other teachers behaved. I saw one of 
them throwing leftovers on the ground. I couOGQ¶WXQGHUVWDQGKRZVKHFRXOGGRLW,IHOW,
was different from the others. I believed in love for our land and respect for the ground 
ZHVWDQGRQ$WHDFKHUFDQ¶WMXVWWKURZOHIWRYHUVRQWKHJURXQG:KDWDUHZHWHDFKLQJRXU
children? 
I remember we all wHQWIRUDWRXURQHGD\WRVHHWKHODQGWRVHHQDWXUH,FDQ¶W
remember exactly where it was, but it was a beautiful place, with great history. I was 
shocked to see that the children and the teachers were all busy with their food and sweets. 
They preferred chocolate snacks to historical sites. 
 
The participants now expressed they felt unable to deliver their message to the next 
generation. As Sandra said: 
$WVRPHSRLQW,UHDOLVHG,ZDVQ¶WGRLQJWKHWKLQJV,EHOLHYHGLQ,IHOWHYHU\WKLQJ,GLG
was very shallow. I thought it was important to let the children study because they loved 
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doing it, but I never got to this. I was dealing with their behaviour or fighting the 
principal. 
 
The participants were experiencing clashes between their values and the values promoted 
by the school. This was yet another contributor to their doubts of school as the place for them. 
4.4.2 Subtheme II: Meaninglessness 
The participants went to describe their feeling that their work supplied no sense of 
meaning. Their wish for a satisfying and a meaningful job was not satisfied. This seems to have 
EHHQWKHVWUDZWKDWEURNHWKHFDPHO¶VEDFN$OOHLJKWSDUWLFLSDQWVH[SUHVVHGWKe same emotions 
on this subject. 
Their wish for a meaningful job, or their thought that school could be a place where they 
would find meaning, was expressed in the following words: 
Diana said³,VDZVFKRRODVDSODFH,FRXOGILQGPHDQLQJWKURXJK´ Ruth said³:RUNLQJ
LQWKHILHOGRIHGXFDWLRQZDVVRPHWKLQJ,IHOWZDVSDUWRIP\GHVWLQ\´ For $OLVRQ³,ZDQWHGD
MREDPHDQLQJIXOMREWKDWZRXOGHQDEOHPHWRH[SUHVVP\FUHDWLYLW\´ Meanwhile, Ruth said³,
UHDOLVHG,KDGWRGRVRPHWKLQJPHDQLQJIXO´ 
The pain they said they felt by not being able to find meaning through their work at 
school, or to feel their work was meaningful, was intense. The wish to leave became stronger, 
soon augmented by the wish to find another job. 
Diana: 
I felt I was no longer a teacher. The next year, on September 1st, the first day of school, 
ZKHQ,GLGQ¶WKDYHWRJRWRVFKRRO,IHOWWKHSXUHVWIHHOLQJRQHFRXOGIHHO,WZDVVR
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JRRG«,IZRUNLVQ¶WPHDQLQJIXOWKHUH¶VQRSRLQWLQGRLQJLW,I\RXVWD\LQDSODFHIRUVR
many hours a da\DQGGRQ¶WIHHOFRQQHFWHGFDQ¶WILQGDPHDQLQJIRUZKDW\RXGRLW¶VD
problem to stay there. 
 
Jennifer: 
2Q6HSWHPEHUVW,ZRNHXSLQWKHPRUQLQJJHWWLQJUHDG\WRJRWRVFKRRODQG,GLGQ¶W
IHHOWKHEXWWHUIOLHVLQP\VWRPDFK,UHDOLVHGµ7KLVLVLW,W¶VWLPHWROHDYH¶,VWD\HGIRU
RQHPRUH\HDUDWVFKRROEXW,IHOWOLNHWKHUHZDVQRWKLQJWRNHHSPHLQWKHUH,ZDVQ¶W
H[FLWHGDQ\PRUH,WGLGQ¶WPHDQDQ\WKLQJWRPH 
 
Ruth: 
I realised I must have meaning in my life and school was not the place to FUHDWHLW«,
IRXQGWKHZD\DQGWKHSODFHZKHUH,FDQIHHOP\DFWLRQVDUHPHDQLQJIXO«,FDPHWRWKH
FRQFOXVLRQWKDWEHLQJDWKHUDSLVWQRWDWHDFKHULVP\GHVWLQ\«:KDW¶VWKHSRLQWRI
VWD\LQJLQDSODFHZKHUH\RXJLYHVRPXFKDQG\RXIHHOLW¶VDOOPHDQLQJOess? 
 
Naomi said³.QRZLQJWKDW,DPGRLQJVRPHWKLQJPHDQLQJIXOKHOSVPHLQGLIILFXOWWLPHV
%XWZKHQWKLVLVPLVVLQJLWEHFRPHVWRRKDUGWRFRSHZLWKDOOWKHUXEELVK´ Emilee said³7KH
PDLQWKLQJ,IHOWZDVWKDW,ZDVQ¶WIXOILOOLQJP\VHOI«,IHOW,FRXOGGRVRPXFKPRUH´ For 
Alison: ³,IHOWVFKRROZDVVKULQNLQJPHLQVWHDGRIHQULFKLQJPHDQGKHOSLQJPHILQGPHDQLQJLQ
P\DFWLRQV´ 
Several participants did mention that there were moments when they found their work 
meaningful, but there were not enough of them to keep them at school. 
Diana: 
,GLGKDYHRQHFODVVWKDW,UHDOO\HQMR\HGZRUNLQJZLWK,NQHZWKH\¶GSDVVWKHH[DPV
HYHQLI,WDXJKWWKHPWKLQJVRXWVLGHWKHWHDFKLQJSURJUDPPH«VR\HVWKHUHZHUHWKRVH
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moments I felt satisfied and could find meaning. But my general feeling was that inside 
that great mess, my few meaningful moments did not connect into a wider outcome. 
 
Emilee: 
When I felt I was doing something meaningful, I was satisfied. The curiosity I managed 
to provoke within some of the students. Being part of their personal growth made me feel 
good. 
 
5XWK³7KHWDUJHWV\RXKDGDQGPDQDJHGWRDFKLHYHWKLVLVVDWLVI\LQJDQGRIFRXUVH
there are those children who are waiting for you...they are the ones who help you stay a bit 
longer in the systHP´ 
2WKHUVOLNH6DQGUDFRXOGQ¶WUHPHPEHUDVLQJOHRFFDVLRQWKDWJDYHWKHPPHDQLQJRU
fulfilment. Sandra tried to explain it: ³,WZDVUDWKHUIUXVWUDWLQJ,GRQµWWKLQN,HYHUJRWWRWKH
stage of finding meaning. I think I was constantly staying at the ORZHUVWDJHVRI0DVORZ¶V
KLHUDUFK\RIQHHGV7KDW¶VKRZ,IHOWDQ\ZD\ ´ 
 
The participants never lost the need and the wish to find meaning, but any hope 
that the school would help them accomplishing vanished. The few times some of them 
felt meaning in their work were not enough to fill the void of meaninglessness. 
Finally, when the participants were asked about their actual decision to leave and 
whether they were not afraid, it seemed like the option of staying at school was so 
horrible that they saw leaving as a valid option. 
Diana said³,ZDVQ¶WDIUDLGWROHDYH,ZDVDIUDLGWRVWD\,UDQDZD\IURPWKDW
SODFH´ Jennifer said: ³2IFRXUVHLW¶VQRWHDV\WROHDYH\RXUMREEXWLW¶VEHWWHUWKDQ
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VWD\LQJDQGEHFRPLQJLQGLJQDQW´ For Ruth: ³<RXKDYHWROLVWHn to yourself. When I 
UHDOLVHGZKDWZDVKDSSHQLQJWRPH,GHFLGHGWROHDYH,ZDVQ¶WDIUDLG1R,PD\KDYH
IHOWDELWXQFRPIRUWDEOHWHOOLQJWKHSULQFLSDO,ZDVOHDYLQJEXW,ZDVQ¶WDIUDLG´ 
Meanwhile, Naomi said: ³7KHGD\FDPHZKHQWKDW,GHFLGHGµ7KDW¶VHQRXJK¶:KHQWKH
alternative was admission to a mental health institute or leaving school ± I preferred to 
OHDYHVFKRRO´ 
Sandra said ³7KHZLVKWROHDYHZDVEXUQLQJLQVLGHPH7KHIUXVWUDWLRQ,IHOWWKHUH
was so high that leaving school was not a GLIILFXOWGHFLVLRQ´ For Rachel: ³6WD\LQJZDV
no longer an option. I had nothing to do there. What do I need all this for? This is 
EXUQRXW´ 
4.4.3  Theme D: summary 
Concluding the fourth subtheme, there was an unbridgeable gap between the 
values the participants wanted to deliver and those that the schools preferred. This created 
frustration among the participants. Their frustration was even greater when they realised 
that their hopes of finding meaning in their lives through their work at school had 
collapsed. 
The future seemed unbearable, and they saw only one option: leaving school as 
soon as possible.  
The next chapter discusses ways in which these themes and subthemes can be 
examined and understood through an existential lens as well as through other approaches. 
  
114 
 
Chapter 5: Discussion and Analysis 
5.1 Introduction 
7KLVFKDSWHUGLVFXVVHVWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHDVVHHQWKURXJKDQ
existential phenomenological lens as well as through other theoretical frames. To distinguish the 
universal from the specific it discusses both levels of being-in-the-world (Heidegger 1962): the 
ontological (universal) and the ontic (specific) aspects of each of the four existential dimensions 
(physical, social, psychological and spiritual).2  
The chapter begins by exploring the fear of isolation of the social dimension. This 
dimension, according to the participants' description, was the most meaningful and important to 
them, yet did not provide them with the answer for their expectations. It then discusses the 
ontological and ontic aspects of the physical dimension and the fear of not knowing future 
outcomes; the psychological dimension that provoked groundlessness anxiety within the 
participants; and the spiritual dimension that confronted the participants with the fear of 
emptiness and meaninglessness. 
School, the workplace of Diana, Jennifer, Ruth, Naomi, Emilee, Alison, Rachel and 
Sandra, the participants of this study, is a significant place in which they face, and we can see 
reflected, the universal challenges and opportunities of the ontological givens. In this daily arena, 
they experience their private desires, wishes, ambitions, yearnings and anxieties in all four 
dimensions of existence, and I examine these reflections individually for each dimension. 
                                                          
2
 Further exploration of the ontological and the ontic can be found in section 2.4 of the literature review. 
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The exploration of the existential experience of each dimension includes therefore a 
discussion of its accompanying anxieties, and the chapter concludes with looking at burnout as a 
phenomenon in which ontological aspects of existence are being reflected. 
5.2 Fear of isolation 
The second superordinate theme presented in the findings, the social dimension, explored 
the participants' accounts of their experience of the social environment at school. The most 
important aspect of teaching, according to all the participants, is fostering positive relationships 
with the people encountered at school²indeed, it was the desire for a relationship with students 
that made a teaching career so appealing to all of them.     
Even before they started to teach, the participants had pictured the relationships they 
ZDQWHGWRKDYHZLWKWKHLUVWXGHQWVUHKHDUVLQJWKHGLDORJXHVWKH\ZRXOGHQMR\'LDQD³,
LPDJLQHGKDYLQJFRQYHUVDWLRQVDQGGLDORJXHVZLWKWKHP´7KHGHSWKRIWKHLUFUDYLQJWRIRUP
relationships is reflected in the sRUWRIUHODWLRQVKLSVWKH\ZDQWHGWRIRUP-HQQLIHU³,ZDQWHGWR
FRQQHFWZLWKWKHLUVRXOV´ 
Nevertheless, despite their need to have positive relationships at school, the participants 
said they felt lonely and isolated. This need to experience good and supportive relationships at 
work is consistent with previous studies that looked at the role of social relationship and 
emotional support at workplace. For example, Baumeister and Leary (1995), supported by 30 
years of studies by Gallup Inc., looked at peoplH¶VZHOOEHLQJLQWKHLUZRUNSODFHV 
The analysis of these studies, published by Harter, Schmidt and Keyes (2002) shows that 
throughout their study, seven out of 12 of the most significant statements are linked directly to 
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interpersonal relationships at work. They refer to the need for employees to feel they have a best 
friend at work, as well as the importance of: 
x knowing that their supervisor or someone at work cares about them as a person, 
x recognition or praise from others for accomplishing good work, 
x encouragement for continuing improvement in the job, 
x UHFRJQLWLRQDQGVHULRXVFRQVLGHUDWLRQRIHDFKHPSOR\HH¶VRSLQLRQV, 
x having someone at work talk to employees about their progress, 
x a sense that all staff members are committed to do quality work. 
 
None of thHVHHOHPHQWVIHDWXUHLQWKHSDUWLFLSDQWV¶H[SHULHQFHDWVFKRRO0RVWRIWKHLU
VWXGHQWVVKRZHGQRUHFRJQLWLRQIRUWKHLUGHYRWLRQWRWHDFKLQJWKHPQRUGLGWKHVWXGHQWV¶SDUHQWV
appreciate their work. Their principals took no account of their opinions, but rather forced them 
to obey orders.  
The level of pain the participants felt is obvious from the symbol both Alison and Rachel 
chose to describe their feelings; Alison says, ³,ZDVWUHDWHGDVLI,ZDVDURERW. Far from being 
encouraged to develop, they felt they were put under constant pressure. Naomi said, ³,ZDVSXW
under pressure,´while Rachel says³,WSXWVPHXQGHUSUHVVXUH´1RQHRIWKH participants had a 
best friend at work, but all said that they had no choice but to work with colleagues who, unlike 
them, were not committed to quality work. 
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The importance of having positive relationship and social resources at work has already 
been stressed in the Job Demands-Resources (JD-R) model. According to Bakker and Demerouti 
(2006), who presented the JD-R model, social support serves as "one of the means to buffer 
burnout and it is probably the most familiar situational variable that has been suggested as a 
potential defence against job strain" (p314).  
The JD-R model identifies two main characteristics that have a significant impact on 
employees' burnout. The first is job demands, which relates to the effort and skill one has to 
invest in work; the second is job resources, which includes sources that one can use in order to 
cope with job demands. As explained by Bakker and Demerouti (2006), high quality 
relationships at work as well as good communication and social support from colleagues and 
managers stand among the most important resources. These proved to be helpful in functioning 
at work and achieving work goals. These factors also provide psychological and emotional 
support and alleviate the impacts of work stress and burnout. When job demands and job 
resources are imbalanced, such as in the case of participants¶ descriptions of their experiences at 
school, the process of burnout cannot be eased.  
Similar findings were reported by McCarthy, Lambert, Crowe and McCarthy (2010), who 
focused in their research on teachers' intention to leave school. Their findings show that poor 
quality of the interaction between school principals and their teachers contributes to teachers' 
decision to leave school. Such interactions, according to House (1981) include emotional support 
and feedback. These were missing in the participants' experience at school (for example, 
referring to their principals, Diana said: ,GLGQ¶WIHHOVKHFDUHGDERXWPH Sandra said: ³,IHOW
VKHGLGQRWVXSSRUWPHZKHQ,QHHGHGKHU´) 
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The importance of the role of social support at school can also be learned from the study 
of Brackett, Palomera and Mojsa-Kaja (2010). In their study, conducted among British 
secondary-school teachers, the researchers have found that emotion-regulation ability (ERA) is 
an important variant that influence teachers' stress and burnout. ERA refers to the capability to 
regulate one's own and others' emotional states. Emotion-regulation ability is viewed as a core 
element of the Emotional Intelligence Theory. 
According to this theory, people with greater ERA are more capable of maintaining 
desirable emotions and reducing unwanted emotions, both within themselves and among the 
people they encounter. Furthermore, Sutton (2004) showed that teachers' greater ability to 
regulate emotions is believed to help them in achieving their academic goals, managing their 
classrooms better and forming better social relationships with their students.  
According to the findings of Brackett et al. (2010), such an ability can be enhanced 
through the support of school principals. School principals who supported their teachers helped 
them develop better ERA, and thus mediated in forming better interactions between the teachers 
and their students. As a result the teachers' level of stress decreased, their job satisfaction 
increased and the teachers were less vulnerable for burnout. 
In the current study, without any meaningful close and supportive relationships, with 
their principals, the parents or their colleagues at school, the participants were left alone to deal 
with their own as well as with their students' emotional challenges, thus making them vulnerable 
to experience burnout. 
The importance of social interactions in is also stressed in Existence, Relatedness, and 
Growth theory (ERG). This theory is an outgrowth of Maslow¶V hierarchy of needs, and provides 
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theoretical foundation for several pieces of research about motivational influences in the 
workplace (Caulton 2012).     
ERG identifies three categories that characterise human needs. Relatedness needs are 
placed right after the basic needs of existence and just before the needs of growth and fulfilment. 
These include the needs for social contact and satisfying interactions. People who fail to achieve 
their social needs turn to the lower needs of existence to remedy this (Bernstein 2011).  
In this study, the participants reported that all three needs were not accomplished. As a 
result, even turning to the lower needs, as ERG suggests, was not an option since, as discussed in 
the physical dimension, these lower needs were rickety as well. Turning to higher needs, as an 
alternative, could not have been an option since the participants said they did not have a sense of 
fulfilment at school.   
We can therefore say that there were not sufficient resources to satisfy the social needs of 
the participants, despite this being the need that was most important to them, according to their 
description; nor could these needs have been replaced by fulfilling other needs. Thus, all needs 
identified in ERG theory were left unsatisfied.  
All of the above studies support the findings of the current study and help in 
understanding the experience of the participants at school. Lack of any rewarding, supporting 
and meaningful social interactions, in all four circles of significant others at school (students, 
students' parents, principals, colleague teachers), quickly led to feelings of alienation and 
loneliness.  
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Although at first sight it looked like the participants were surrounded by students, 
colleagues and parents at school, they all describe unrewarding relationships leading to feelings 
of disappointment, loneliness and isolation. From an existential perspective, loneliness and 
isolation are seen as one of the four fundamental existential concerns of human beings (Yalom 
1980).  
Loneliness is not simply a desire for company, but a need for meaningful relationships 
where one can gain a sense of belonging (Baumeister and Leary 1995). The need to belong is a 
powerful, fundamental and extremely pervasive motivation in human life. It has two main 
features: personal contacts and stability.  
Personal contacts, or interactions with others, should be, in the main, free from conflicts 
and negative effects. Those interpersonal bonds should be marked by stability, affective concern 
and continuation into the foreseeable future.  
7KLVDVSHFWSURYLGHVDUHODWLRQDOFRQWH[WWRRQH¶VLQWHUDFWLRQVZLWKWKHRWKHUSHUVRQVR
the perception of the bond is essential to satisfy the need to belong (Baumeister and Leary 1995). 
According to Yalom (1980), the inability to experience a genuine and meaningful relationship 
with others (as described by the participants of this study) leads to the feeling of loneliness 
known as interpersonal isolation (Yalom 1980).  
However, from an existential perspective an even more basic isolation, known as 
existential isolation, underlies interpersonal isolation. This type of isolation, as Yalom (1980) 
describes, persists even in the light of the most gratifying engagement with other individuals. It 
reflects the unbridgeable gap between oneself and others that, once recognised, leads one to 
experience an existential anxiety defined by Bugental (1965) as fear of isolation. 
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Looking at the participants' accounts of their experience through an existential lens, we 
can say that their great wish to form good relationships and their disappointment at this not 
happening, described in the second superordinate theme, confronted the participants with 
isolation, the ultimate challenge of the social dimension of existence.  
Indeed, according to Binswanger (1963), the social dimension, the Mitwelt, is the second 
dimension to challenge and involve human beings. In this dimension, as van Deurzen-Smith 
(1997) describes, people interact socially and emotionally with others. Ontologically, the social 
dimension is a world in which people form relationships with others or ignore them, and are 
offered friendship by others or being ignored by them. They are motivated by their need to be 
loved and connected. 
However, as people strive for love, connectedness and symbiosis with others, the social 
dimension unavoidably makes people aware of, and challenges them with, separation and 
loneliness through ever-recurring experiences of banishment, rejection, hate and condemnation 
(van Deurzen-Smith 1997).  
8OWLPDWHO\DZDUHQHVVRIRQH¶VFKDOOHQJHVLQWKHVRFLDOGLPHQVLRQSURYRNHVWKHXOWLPDWH
ontological concern of this dimension: fear of isolation (Bugental 1965).  
A need to overcome that fear prompts a drive for social relations and the pursuit of 
belonging (Baumeister and Leary 1995) as well as acceptance, love and admiration (van 
Deurzen-Smith 1997). Paradoxically, the greater the effort to find those qualities, the greater 
becomes the awareness of their absence. This cyclical activity leads to the ultimate anxiety of 
this dimension; an anxiety of loneliness and isolation  
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Figure 7 (see next page) illustrates the ontological cycle of the social dimension of 
existence. It shows that the search for complete acceptance and love through relations with 
others (1) is a search that ontologically can never be fully successful (2), and that people's 
inability to achieve this leads to the awareness of the ontological isolation which is innate in 
existence (3), thus creating existential anxiety ± fear of isolation (4). Such existential anxiety 
provokes a search for acceptance, belonging and love through relationship with others in the 
world. As this is not fully possible in the world of being-with-others, human beings come to 
realise that they are isolated in this world and the cycle starts again (van Deurzen-Smith 1997). 
 
Figure 7: The ontological cycle of the social dimension 
 
/RRNLQJDWWKHSDUWLFLSDQWV¶account of their experience from an existential perspective, 
we can say that the ontological cycle of the social dimension is reflected in their ontic experience 
at school. School, a place in which they encounter and communicate with so many significant 
123 
 
others, the place where they had hoped, according to their descriptions, to create genuine 
relationships, to love and be loved, turned to be the place that confronted them with their 
loneliness and isolation. All four major groups of people failed their initial desire to feel 
acceptance, belonging and love. 
Figure 8 illustrates what can therefore be seen as the ontic reflection of the participants' 
challenges in the social dimension. The outer circle illustrates the ontic experience of the 
SDUWLFLSDQWV¶VRFLDOGLPHQVLRQDWschool. It starts with their search for love and acceptance at 
school through their relationship with everyone they meet there (1). Failure to form good, 
JHQXLQHORYLQJDQGVXSSRUWLQJUHODWLRQVKLSVZLWKWKHLUVWXGHQWVWKHLUVWXGHQWV¶SDUHQWV
their principals (4) and their colleagues (5) causes the participants to be disappointed by all four 
meaningful groups of the people around them, and thus to experience loneliness and fear of 
isolation (6). 
The continuity of the outer circle reflects the everlasting motion of the ontological circle 
in the inner circle. As we saw in the discussion of Figure 7, no relationship can entirely eliminate 
isolation, since human beings are ontologically isolated creatures. 
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Figure 8: The reflection of the ontological social dimension 
LQWKHSDUWLFLSDQWV¶RQWLFH[SHULHQFH 
 
 
Most of the previous studies of burnout consider emotional exhaustion as one of three 
main characteristics of burnout in general (Brock and Grady 2000, Malach-Pines 1984; 2005; 
2011; Moss 1989, Pines et al. 1981, 5HLQKROGDQGRIWHDFKHUV¶EXUQRXWLQSDUWLFXODU
(Malach-Pines 1984; 2011, Schaufeli et al. 2011, Weisberg and Sagie 1999). From an existential 
SHUVSHFWLYHWKHDFFRXQWVRISDUWLFLSDQWV¶H[SHULHQFHLQWKHLUVRFLDOGLPHQVLRQFDQDOVo be seen as 
an ontic reflection of the wider ontological aspect of the challenges of the social world. 
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7KHSDUWLFLSDQWV¶GLVDSSRLQWPHQWLQWKHVRFLDOGLPHQVLRQZDVLQIOXHQFHGE\WKHWHDFKHUV

inability to foster positive relationships with the people they encountered at school. Their 
inability to interact with their students, coupled with the lack of support by colleagues, 
principals, and students' parents, hindered the participants' ability to cope with all the challenges 
that they encountered in all other three dimensions of existence; this entailed that their success in 
the physical, psychological, and spiritual dimensions was doomed to fail. 
 the participants enter  
5.3 Fear in the absence of knowing future outcomes 
The first superordinate theme explored the participants¶ accounts of their experience of 
the physical environment and the conditions they described they experienced at school. Their 
descriptions show that their powerful need to find a stable, safe and rewarding working 
environment in school. This need shared importance with their wish to create relations and 
deliver a message to their students. However, according to the participants¶ descriptions, this 
need was not met. Instead, the workplace provoked sense of instability and unsafe feeling.  
The need for a convenient, comfortable, safe and rewarding workplace described by the 
participants is consistent with earlier research in the field of employment. Previous studies have 
shown that a secure and comfort physical environment (Jackson 2000), together with effort-
rewarded balance (Hanushek and Rivkin 2007, Osborg 2005), are essential to create the sense of 
security, satisfaction and stability that empowers employees to produce high-quality work 
(Hanushek and Rivkin 2007, Kinzl et al. 2004 ).  
126 
 
Previous studies have also indicated that salaries have been rated as highly important by 
employees when asked about the most important aspects of their work (Dolezelova and 
Sovobadova 2009). An explanation for that may be found in studies that have shown that people 
associate money emotionally with power, security, freedom and love (Dunn, Aknin and Norton 
2008, Furnham, Wilson and Telford 2012, Zhou, Vohs and Baumeister 2009).  
Money is one way in which people can create a security blanket to help cope with anxiety 
and to see themselves as independent beings with the ability to purchase all that they needs 
(Goldberg and Lewis 1978). This sense of security or ability to purchase goods is, of course, 
greater than the actual physical ability, but is also somewhat psychologically and emotionally 
motivated. 
Alongside salaries, work environment studies have pointed out several essential elements 
that contribute to a sense of stability and safety at work. These include: a spacious and 
comfortable workplace; quality construction, maintenance and appearance of the room and 
building; flexibility and ability to rearrange the workspace and its contents; good atmosphere and 
adjustable temperature; ability to create some privacy; and efficient, well-maintained equipment 
(Davis 1984, Kinzl et al. 2004, Passmore 2008, Preffer 1982, Steele 1973). Workplaces that do 
not foster the above conditions are likely to lose employees through resignation and transfer 
requests. 
At first sight, one may consider that the participants of this study had steady jobs with 
regular commutes and reliable payment throughout the year. Even so, all of them believed they 
were underpaid, or at least that they were insufficiently compensated for the physical challenges 
they faced. They felt that they were not paid enough to develop a sense of power and security 
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WKURXJKWKHLUVDODULHV(PLOHH³7KHZRUNLVKDUGDQGWKHILQDQFLDOUHZDUGGRHVQRWPDNHXSIRU
LW´$OLVRQ³,ZDVQ¶WSDLGSURSHUO\´'LDQD³,ZLVKWKHVDODULHVZHUHKLJKHU´ 
Additionally, in the participants' accounts of their experiences, none of the essential 
factors that mentioned above that contribute to a sense of stability and safety at work were 
mentioned as existing in their work environments. Seven of the eight participants called attention 
to the difficulties caused by unsatisfactory working conditions. Most mentioned overcrowded 
classrooms as well as high room temperatures and lack of equipment. Two participants expressed 
their difficulties with physical conditions particularly graphically by comparing them with those 
encountered at their new workplaces, now that they have ceased being teachers. Jennifer, who 
ZRUNVPXFKORQJHUKRXUVDWKHUQHZZRUNSODFHVDLG³6SHQGLQJVHYHQ hours at school was far 
PRUHGLIILFXOWWKDQZRUNLQJVL[WHHQKRXUVDGD\VL[GD\VDZHHNDWP\FXUUHQWZRUNSODFH´ZKLOH
'LDQDVDLG³0\RIILFHLVDLU-FRQGLWLRQHGDQG,FDQKDYHFRIIHHZKHQHYHU,ZDQW´3   
Physical violence from students and parents exacerEDWHGSDUWLFLSDQWV¶H[SHULHQFHRI
threatened security and low stability to the extent that they needed to call for an external 
³VDYLRXU´LQWKHIRUPRIWKHSULQFLSDO-HQQLIHU³,UDQWRWKHSULQFLSDOIRUKHOSRUSROLFH'LDQD
³,ZDQWHGWRUHSRUWWKHYLROHQFHWRWKHSROLFH´7KHHYHU-changing study programmes added to 
the sense of instability, and all the teachers could see that any attempt to achieve security from 
their superiors was bound to fail. In that respect one may say that the environment in which the 
teachers worked was a threatening environment. 
                                                          
3
 It is significant that the accounts in this paragraph, as other accounts in the following sections, are all of participants who left the 
profession. This may be seen as a limitation of the study. Nevertheless as an existential phenomenological study it aims at presenting 
the subjective experience of the participants. Further discussion can be found in section 6.3 strengths and limitations of this study. 
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There are rather many models and theories that attempt to explain and suggest strategies 
through which people cope with threatening situations. Lazarus and Folkman (1986) identified 
two strategies people use in order to cope with stressful and anxiety provoking situations. The 
first way is problem focused and the second way is emotion focused. In problem focused coping, 
the threatened person actively targets the cause of their anxiety and searches for ways to change 
it or reduce contact with it. These can be done by, for example, removing the threatening cause 
or by walking away from it.  
In emotion focused coping, the threatened person looks for strategies to reduce the 
unpleasant feeling itself or find ways to calm down. Emotion focused coping will usually be used 
when a person realises he or she cannot eliminate the cause of the unease nor reduce contact with 
it. In that respect, we can say that the participants of this study used problem focused strategies. 
All eight of them eventually left school, meaning that they avoided contact with the source of 
their anxiety. 
 
The participants' account of the threatening experience can also be looked at through the 
eyes of the appraisal theory. According to Matthieu and Ivanoff (2006), the appraisal theory 
identifies two type of appraisal while confronting unsafe environment: primary appraisal and 
secondary appraisal.  
In a primary appraisal, the anxious person tries to evaluate the degree of the threat or the 
danger he or she faces. He or she also tries to evaluate to what degree his own personal safety is 
threatened because of the difficult conditions. 
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In the secondary appraisal, the person tries to evaluate both his or her own sources and 
his or her ability to cope with the unsafe situation. The integration of both appraisals determines 
the reaction of the individual to the situation. It means therefore that both the evaluation of the 
danger and the ability to cope with are subjective (Witte 1992, Witte and Allen 2000 ). In the 
current study, it seems as though the participants evaluated the conditions as highly difficult or 
unsafe, and saw their own ability to cope with them as low. As a result, similarly to the problem 
focused strategy, they have decided to leave school.  
A more classical approach, the psychoanalytic one, according to Goldstein (1995), 
suggests that unconscious processes determine coping strategies. According to this approach, 
when one encounters threatening and anxiety provoking situations, the 'ego' uses a defense 
mechanism in order to reduce one's awareness to the threat. This defense mechanism may 
include suppression, denial, reaction formation or isolation. It seems however that in this study 
the participants experienced difficulty in operating defense mechanisms. This can be learned by 
the fresh memories they recalled, their rich description and the emotions they revealed when 
describing their experiences at school.  
Their fresh, rich and emotional descriptions indicate that the participants have been very 
conscious of the threats they experienced at school. This view stands in line with the existential 
approach that, unlike the psychoanalytic approach, focuses on conscious choices rather than 
emphasising the role of the unconscious (Cohn 1997).  
According to the participants' descriptions, the ontic experiences that faced them 
regularly were difficult physical conditions, inability to deal with work overloads, low salaries, 
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on-going changes and physical illness. Such physical aspects served as constant and repeatedly 
reminders of their fragility and insecurity, and thus provoked anxiety within them.   
In fact, from an existential view point, we can say that all subthemes described in the first 
superordinate theme were merely a reflection of wider, ontological givens of the physical 
dimension of humans' existence. Thus, becoming aware of these ontological givens provoked 
existential anxiety within the participants. The level of the participants' unease reflects the level 
of their awareness of the challenges and limitations presented to human beings by the physical 
dimension of existence, the Umwelt, as Binswanger (1963) named it. 
Indeed, according to Binswanger (1963), the physical dimension is the most basic 
dimension that challenges humans' existence. Human beings, as van Deurzen-Smith (1997) 
describes it, are ontologically fragile. They are thrown into a physically unsafe, unstable and 
insecure world. Becoming aware of the challenging limitations of such a world, provokes 
anxiety. This anxiety was named by Tillich (1952) as ³fear in the absence of knowing future 
outcomes´. In trying to avoid this anxiety, people turn to search for safety and complete stability 
through physical means such as solid ground, wealth and health.   
The struggle in this dimension is therefore between the quest for domination, safety and 
security, and the acceptance of the limitations and the natural boundaries of existence (van 
Deurzen and Adams 2011).   
Furthermore, according to Yalom (1980), people's awareness over their personal 
limitations in the physical dimension provokes a greater concern, which is the ultimate concern 
of human beings: death anxiety. This anxiety is the most basic and fundamental anxiety, and 
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accompanies people's awareness of their physical fragility and immortality. In that respect, the 
existential approach shares view with terror management theory (TMT).  
According to TMT, death anxiety is a primary source of human beings' psychological 
stress. Like other creatures, human beings have a primary survival instinct, yet, unlike other 
organisms they also have cognitive abilities through which they try to make sense of their 
experiences and understand causality and effect (McGregor et al. 1998, van Marle and Maruna 
2010).  
According to Pyszczynski, Greenberd and Solomon (1999), by trying to live a 
meaningful life and by gaining a sense of self efficacy, people try to overcome death anxiety. 
Alas, when one feels unable to experience oneself as capable, when self-esteem is low and when 
people fail in experiencing their deeds as meaningful, death anxiety awakens again.  
Indeed, the participants' descriptions show that they were unable to experience 
themselves as capable, that their self-esteem was low and that they failed in finding meaning in 
their deeds. Nevertheless, from an existential perspective, we can still question whether these 
meanings can ever eliminate existential anxiety (death anxiety), which is ontological and rooted 
in existence.  
According to the existential approach, people do often attempt to overcome death anxiety 
by various means, such as trying to create a safe and stable environment (Yalom 1980), or by 
striving for health, wealth, pleasure and other means that may lead to feeling more secure (van 
Derzen- Smith 1997). This, however is doomed to fail anyway as it touches the ontological 
limitations of humans¶ existence which are unchangeable (van Deurzen and Adams 2010). 
Therefore, it is impossible to escape the givens and the limitation of the physical dimension and 
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as long as one tries to gain absolute safety in an unsafe world, one is doomed to exhaust oneself 
in the cycle of the physical dimension.  
Figure 9 illustrates the on-going ontological cycle of the physical dimension. This figure 
shows the search for safety through physical means: for example (1) a quest which is 
ontologically not fully possible to be achieved (2) leads one to awareness of living in an 
ontologically unsafe world (3). Such awareness leads to an existential death anxiety (4) that 
triggers once again the search for safety through physical means (1) and the cycle starts again. 
 
Figure 9: The ontological cycle of the physical dimension 
Looking at the participants¶ account of their experience at school through the lens of the 
ontological cycle of the physical dimension, we can say that school was the specific arena in 
which the challenges and limitations of the physical dimension were presented to the 
participants. An awareness of those challenges and limitations then provoked anxiety. 
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Figure 10 (see next page) illustrates what can be seen as the ontic reflection of the 
participants' challenges in the physical dimension. 
The outer circle illustrates the ontic experience of the participants at school. It starts with 
their search for safe physical conditions (1) and is followed by the difficult working conditions 
the participants actually faced at school (2). Next, the participants face their inability to cope 
with overload of paperwork (3) and their insufficient salary (4). This leads to experiencing 
instability and un-ease (5), which is amplified by constant changing of teaching programmes. 
The following stage shows how the participants' un-ease turns into dis-ease, which then 
manifests itself through physical symptoms (6). This leads to an anxiety and fear of not knowing 
what the future may bring as Tillich (1952) described it (7), which ultimately provokes within 
the participants the initial search for safe physical condition (1) and the cycle starts again.   
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Figure 10: The reflection of the ontological physical dimension 
 LQWKHSDUWLFLSDQWV¶RQWLFH[SHULHQFH 
 
This anxiety, whose eventual outcome is an inability to remain in an environment in 
which the future is unknowable, is an expression of basic existential uncertainty, a feeling that 
we are all living in a world where we can never tell what will happen in the future (Yalom, 
1980). 
Most of the previous studies of burnout consider physical exhaustion as one of three main 
characteristics of burnout in general (Brock and Grady 2000, Malach-Pines, 1984; 2005; 2011, 
Moss 1989, Pines et al. 1981, 5HLQKROGDQGRIWHDFKHUV¶EXUQRXWLQSDUWLFXODU0DODFK-
Pines 1984; 2011, Schaufeli et al. 2011, Weisberg and Sagie 1999). However, from an existential 
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SHUVSHFWLYHWKHDFFRXQWVRISDUWLFLSDQWV¶H[SHULHQFHLQWKHLUSK\VLFDOGLPHQVLRQFDQEHVHHQDV
an ontic reflection in the face of such difficulties of the wider ontological aspect of the physical 
world. 
Given the instability of their physical dimension, the fundamental dimension of being-in-
the-world, and with no remedy in the social dimension, the participants have engaged with the 
third dimension, that is, the psychological dimension, in a weak and physically exhausted state.  
 
5.4 Groundlessness anxiety 
The psychological dimension presented: the participants' account of their perception of 
their self-identity; the changes they experienced within that identity; and how their professional 
experience at school led them to these changes. 
The influence of the professional identity on the personal identity, as presented in the 
findings, is consistent with previous research (Kozminsky 2008). 
Teachers' professional identities were described in previous studies as an aspect of 
personal identity (Kozminsky 2008). Both personal and professional identities are often 
described as a dynamic and continual process of development (Burns and Bell 2011). While 
personal identity enables one to know who one is as a person, professional identity helps one to 
know who one is as a professional. One's professional identity is therefore an aspect of one's 
personal identity or one's concept of the self (Mead 1934). 
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The definition of self varies across theories and approaches. It is a wide, subjective term 
(Alpert 1955) that includes one's thoughts, memories and feelings (Gordon 1968) as well as one's 
set of beliefs and stances towards oneself (Lahav 1992).  
According to Cooley (cited in Lahav 1992) one's perception of self is shaped mainly 
through social interactions and, as Mead (1934) says, the self develops through an on-going 
process of transactions with the environment. Cooley (1964) named this process "a self-looking 
glass process". In this process, people shape their sense of self through interpreting and 
imagining the way other people view them and judge their deeds.  
In line with the findings of the current study, we can therefore say that the social 
environment the participants operated in and the interpretation they gave to it shaped their 
perception of the self. This can be learned from the participants' descriptions.  
Initially, and regardless of their teaching profession, all eight participants described 
themselves in terms of sensitivity, empathy, generosity and love of humanity. Their descriptions 
testify to the participants' choice of positive social self-images and identity. However, all 
participants said that their years at school changed them. 
The participants described themselves after their teaching experiences as overly sensitive, 
angry and anxious. These findings are consistent with previous studies that looked particularly at 
teachers' professional identity. The studies pointed out the mutual influence that personal and 
professional identity have on each other for teachers (Coldron and Smith 1999). Furthermore, 
according to Beijard, Meijer and Verloop (2004), teachers' professional identities have also been 
described in previous studies as consisting of several sub-identities.  
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In their work at school, the participants have several sub-identities, as leaders, as 
colleagues and as subordinates. The participants¶ first sub-identity is in class, in front of their 
students and when talking to students' parents. In this sub-identity, they are leaders. Their second 
sub-identity is with other teachers at school. Here, they are equal colleagues. In their third sub-
identity, their organisational work, the teachers are led by the principals and by the Ministry of 
education. Here, they are subordinates.  
None of the interactions described by the participants in these sub-identities contributed 
to a development of a positive professional identity, nor to a sense of worthiness, professional 
self-efficacy or personal self-efficacy. 
According to Bandura (1997), a sense of self-efficacy is the key factor in developing a 
positive self-LGHQWLW\DQGDVHQVHRIDELOLW\WRFRSHZLWKRQH¶VFKDOOHQJHV%DQGXUDThis 
LQFOXGHVIDLWKLQRQH¶VDELOLW\WRFRQWURORQH¶Vown life and a perception that one can raise the 
resources and motivation needed to overcome the challenges of life (Bandura 1997, Erhard 
2008). 
Similarly to the distinction and the links between self-identity and professional identity, 
professional literature distinguishes between self-efficacy and professional self-efficacy.  
Self-efficacy is the subjective percHSWLRQRIRQH¶VDELOLW\WRIDFHFKDOOHQJHVZKLOH
professional self-HIILFDF\LQFOXGHVRQH¶VSHUFHSWLRQDVDSURIHVVLRQDODQGRQH
VDELOLW\WRFRQWURO
professional challenges (Friedman 1997, Friedman and Kass 2000; 2002).  
Previous studies among teachers have found that professional self-efficacy is influenced 
by the professional support they received in school, by their opinions being considered before 
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decisions are made (Kass 2000) and by the level of freedom they received for doing their duties 
(Erhard 2008, Kass 2000). 
School principals who were concerned mainly with discipline and order, and who failed 
to appreciate or encourage their teachers to function independently, attained poor professional 
achievement by their teachers.  
Coldarci (1992) found that encouraging a sense of independence, academic autonomy 
and efficacy by principals, helping teachers to achieve better results, positive feedback and 
creation of an atmosphere of cooperation and togetherness proved to be important in the process 
of establishing a safe professional self-efficacy. 
This view helps in understanding the inability of the participants to stay at school ± an 
environment that, according to their description, did not allow for any academic freedom. 
Through their descriptions, we can learn that next to a feeling an inability to cope, the 
participants felt they were not trusted and had no freedom.  
When asked about the amount of freedom given to them, they related to freedom in the 
sense of time and in the sense of academic-professional freedom. It is the latter that concerns the 
psychological dimension. 
The participants' experience of a lack of academic-professional freedom can be learned 
IURPWKHLUGHVFULSWLRQV)RUH[DPSOH$OLVRQVDLG³,KDGWRILWLQWRWKHV\VWHP´1DRPLVDLG³,
was told that this is how school works,´ and ³7KHUHZDVQRURRPIRUGLVFXVVLRQ´$VDUHVXOW
their self-confidence in their professional abilities and their perception of self deteriorated 
further. 
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According to Spinelli (2005), the greater external pressure one feels whilst doing tasks, 
the greater dissatisfaction one feels, meaning that the activity becomes less and less attractive.  
The participants¶ experience of incapability and lack of academic freedom can also be 
looked at through the lens of self-determination theory (SDT). As described by Gagne and Deci 
(2005), SDT points out three basic psychological needs of human beings: competence; 
autonomy; and relatedness. 
The need for autonomy refers to one's experience of behaviour out of willingness and 
freedom (Gagne and Deci 2005). It refers to interactions where one can express one's personal 
identity (Niemiec and Ryan 2009). The need for competence refers to one's sense of self efficacy 
(Ryan and Dici 2000), as well as to one's sense of feeling capable to meet the challenges one 
encounters and to see one's behaviour as effectively enacted (Niemiec and Ryan 2009). 
The third need, a need for relatedness, refers to one's experience of being connected to 
others; belonging or being part of a group. This can be achieved by feeling that others within 
one's environment genuinely respect, appreciate, like and value one's deeds (Gagne and Deci 
2005, Niemiec and Ryan 2009). 
According to SDT, satisfying the needs of autonomy and competence is essential in order 
for people to maintain intrinsic motivation. Satisfying the need of relatedness enables people to 
internalise the values and the beliefs of the environment or organisation they operate in. People 
who are guided by their intrinsic motivation act in harmony with their natural self rather than 
being led by external sources (Niemiec and Ryan 2009). Thus, intrinsic motivation leads to 
feelings of wholeness and encourages further action. 
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The findings of the current study show that none of the above three basic psychological 
needs were fulfilled. As mentioned before, the participants were not given academic autonomy 
and, as they said, they had to prove themselves constantly, were challenged with extremely high 
standards and compelled to participate in the same workshops repeatedly. Rachel said³:HKDYH
to take extra training each year, DOZD\VRQWKHVDPHWRSLFV´  
The participants said they felt they were never good enough and that their efforts are 
always in vain. For example, Ruth says³7KH\FUHDWHDEHOLHIWKDWZKDWWKHWHDFKHUVDUHGRLQJLV
QRWJRRGHQRXJK´$FFRUGLQJWRWKHLUdescription, they were not given tools to help them cope 
with their duties. Naomi said³7KH\QHYHUJDYHPHWKHWRROV´(PLOHH said³,GHDOWZLWKWKLQJV,
QHYHUOHDUQHGKRZWRGHDOZLWK´6DQGUD said³1RERG\JXLGHGPH´ 
Thus, it can be said that the participants of this study did not act out of intrinsic 
motivation; rather, they were led by extrinsic motivation. Their motivation to stay at their 
schools therefore grew thinner accordingly.  
Similarly to SDT, the role of autonomy or freedom in one's life is stressed in Glasser's 
theory of choice. According to Glasser (1998), people's behaviour is motivated by internal drive 
to fulfil five basic needs. Freedom is one of them. The need for freedom is a basic one, shared by 
all human beings. It leads people to fight for it whenever they experience its absence. This view 
is reflected in the participants' choice to leave school. 
The links between one's freedom and the 'self' are central to the existential approach as 
well. However, from an existential perspective, people are not given freedom by others. Rather, 
freedom is seen as an existential given of existence (van Deurzen-Smith 1997). In fact, both 
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freedom and the concept of self-identity stand in the core of the psychological dimension, the 
Eigenwelt as Binswanger (1963) named it.  
The psychological dimension of existence involves, according to Laing (1969), people's 
need to distance themselves from others in order to achieve a sense of freedom and autonomy. 
This is a need that is rooted in the fear of being controlled by others and in losing one's own self-
identity. On the other hand, this need simultaneously encompasses people's quest for principles, 
rules and guidelines (van Deurzen and Adams 2011).  
In order to overFRPHWKLVFKDOOHQJHDQGIUHHO\PHHWDQRWKHUSHUVRQDILUPVHQVHRIRQH¶V
own autonomous identity is needed (Erikson 1980). People who cannot establish this sense will 
fear being controlled or taken over by others. This kind of fear was termed by Laing (1969) as an 
engulfment anxiety.  
Engulfment anxiety is typical in people who fear their identity is weak and that any 
connection with the outer world could lead to engulfment by others; it prevents them from 
developing and expressing their identity. One can see this anxiety as fear of a psychological 
death. 
Laing further mentioned the fear of implosion; fear that one is already an empty vessel, 
stripped of content and identity, open to invasion by external reality. These two anxieties may 
eventually lead one who fears their freedom to protect themselves by leaving or by creating a 
protective shield (Laing 1969). 
The participants' accounts of their experience at school and their decision to leave school 
can therefore be seen as an act of protecting themselves from engulfment or implosion anxieties 
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bought about by their principals or the ministry of education since, according to their description, 
their academic freedom was very limited. Staying at school, submitting to the demands of their 
principals and the changing programmes can be likened to what Cohn (1997) described as 
separating themselves from what they truly are. Using Laing's (1969) terms, staying at school 
could have been seen as the emergence of their false self.  
The false self develops as a response to what one believes is expected of him or her by 
others, thus concealing the true self. According to Cohn (1997), Laing linked the concept of 'self' 
and Heidegger's concept of 'authenticity' when he said, ³the false self is one way of not being 
self´ (Laing 1969, p95). In that respect, the false self can be likened to inauthenticity. However, 
says Cohn, it is not the self that is authentic or inauthentic. Rather it is the way of being one 
chooses that makes one authentic or inauthentic.  
This view questions the idea whether leaving school is the key for acquiring autonomy 
and authenticity. For it means that it does not matter where one is (at school or elsewhere), rather 
it is how one is and how one chooses to be that matters.  
Ontologically, no matter where people are, they are always given the freedom to choose 
any way of being they want (Sartre 1943). Furthermore, human beings are not merely able to 
choose, but ontologically they are doomed to freedom and can never escape it. Thus, from an 
existential perspective, each person holds sole responsibility for choosing and shaping their own 
life and identity, and is free to do so (Yalom 2009). 
However, according to Yalom (1980), while on the one hand people are free and able to 
choose any way of being they want, their awareness of the inseparable and inescapable 
responsibility attached to this freedom is deeply frightening. This is because this awareness leads 
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people to realise that they alone are the sole and only bearers of responsibility for their life, and 
they alone are the creators of their lives. 
This realisation ultimately provokes one of the major existential concerns of the 
psychological dimension, which is coined as groundlessness anxiety (Yalom 1980). This anxiety, 
according to Yalom, is even greater than death anxiety. It refers to one's ultimate responsibility 
for his life and contains one's deep understanding that there is no given ground beneath oneself, 
unless one creates it. This anxiety is indeed so terrifying that it leads people to look for ways of 
escaping it.  
Several existential theoreticians and philosophers referred to ways through which people 
try to avoid the anxiety linked to their freedom of choice and responsibility. According to Fromm 
(1941), people often try to escape their freedom and responsibility either by authoritarianism 
while submitting to others; by extreme conformism; or by self-destruction. Laing (1969) 
suggested that people create false self, Heidegger termed it as living inauthentically and Sartre 
(1943) saw it as living in bad faith. 
Indeed, according to Boss (1963), people can use various strategies to escape their 
freedom. Freedom is therefore, alas, ontologically innate in existence, and thus, there is no such 
thing as not to choose. Choosing to escape is still a choice one makes.  
In this sense, any choice the participants' would have made, whether to stay in school or 
leave it, would not provide them an escape route from the anxiety provoked by knowing that, 
ontologically, no matter where they turn to, they will always bear the sole responsibility for their 
faith. 
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This paradox is further amplified by the fact that even the choice to leave school, avoid 
submitting to the false self and emphasising the emergence of unique self indentity, would give 
rise to feelings of loneliness and isolation, from which, as mentioned earlier, people also wish to 
escape (Spinelli 2005). Thus the wish to be with others and at the same time the strive for an 
autonomous self creates an unavoidable tension within oneself   
Figure 11 summarises the ontological circle of the psychological dimension. It shows 
how people strive for an autonomous self-identity (1). This leads to the awareness that people 
hold endless possibilities. Alas, each choice means losing other options (2). This realisation leads 
to the awareness that unlimited freedom means unlimited responsibility (3), which provokes 
groundlessness anxiety, an anxiety rooted in the understanding that one bears sole responsibility 
for one's life (4). That triggers a search for ideal identity (1) and the cycle starts again.  
 
Figure 11: The ontological cycle of the psychological dimension 
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/RRNLQJDWWKHSDUWLFLSDQWV¶H[SHULHQFHLQWKHSV\FKRORJLFDOGLPHQVLRQIURPDQ
existential perspective, one can tell that the ontological cycle of the psychological dimension of 
existence is reflected in the ontic experience of the participants at school. These reflections are 
presented in figure 12 next page.    
7KHRXWHUFLUFOHUHSUHVHQWVWKHRQWLFH[SHULHQFHRIWKHSDUWLFLSDQWV¶SV\FKRORJLFDO
dimension at school. Initially, the participants described themselves as loving, caring and 
friendly ± characteristics thought to help them in school (1). Soon, they experienced a lack of 
academic freedom, a sense of inability and lack of professional and self efficacy (2) that 
intimidated their professional identity and thus their personal identity (3). As free human beings, 
they are not only free to choose how to react and how to cope with this experience at school (4), 
but they must also bear sole responsibility for any choice they make (5). This leads to 
groundlessness anxiety, which reminds one of the inability to escape responsibility for shaping 
one's life and identity (6). This leads the participants to reconsider their professional and self-
identity (1), and thus the cycle starts again, either at school or anywhere else they choose to be 
at.   
The recurrence of this cycle and the fact that from an existential perspective it can be 
seen as a reflection of an ontological givens questions whether by leaving school the participants 
can ever escape the challenges of freedom and choice. 
Furthermore, looking at this cycle in the wider context, the wish to be with others, which 
according to the participants was one of the most important thing for them, will always create a 
tension between that wish and their wish for an autonomous and unique self. 
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Figure 12: The reflection of the ontological psychological dimension 
LQWKHSDUWLFLSDQWV¶RQWLFH[SHULHQFH 
 
Most of the previous studies of burnout considered psychological exhaustion, just like 
physical and social exhaustion, as one of three main characteristics of burnout in general 
(Maslach 1978; 2001, Malach-Pines 1984; 2005; 2011, Moss 1989, Pines et al. 1981) and of 
WHDFKHUV¶EXUQRXWLQSDUWLFXODU0DODFK-Pines 1984; 2011, Fives et al. 2007, Schaufeli et al. 
2011, Troman 2000, Weisberg and Sagie 1999). From an existential perspective, thoughts are the 
operating mode in the psychological dimension (van Deurzen 1997). They are the experience of 
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SHRSOH¶VUHVRQDQFHZLWKWKHZRUOGRIVHOIYDQ'HXU]HQDQG$UQROG-Baker 2005). The accounts 
of the participants of this study, in terms of their psychological dimension, can therefore be seen 
as an ontic reflection of the wider ontological aspect of the psychological world. As with their 
descriptions of the physical and social dimensions, this may not be XQLTXHWRWHDFKHUV¶EXUQRXW
but rather a psychological expression of this dimension. 
 
5.5 Fear of meaninglessness and emptiness 
The fourth superordinate theme, the spiritual dimension, presented the participants' 
descriptions of their inability to deliver the values they believed in to their students and the 
discordance between the values they saw important and those they said the educational system 
prioritised. It also presented the participants' inability to find meaning in their work and their 
experience of a lack of fulfillment.  
The participants' description of their quest for meaning and fulfillment at work is 
consistent with previous studies of Tomic and Tomic (2008) and Langle (2003). Their studies 
linked teachers' burnout with inability to experience fulfillment and find meaning at work.  
According to Brooks, Hughes and Brooks (2008), who researched teachers' experience of 
alienation at school, in order to avoid a sense of meaninglessness in the workplace, one has to 
feel that the content of the work he or she is doing is of value. Having an input merely on the 
way the work is done is not enough to make one feels his or her work is meaningful and to create 
a sense of belonging to the workplace. 
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 In contrast to Brooks et al. (2008), Bassuck and Goldsmith (2009) point out that meaning 
at work can be achieved by other means than the content of the work itself. According to them, 
both primary and secondary factors may help one in finding meaning at work. Primary factors 
refer to meaning achieved directly from the work itself. For example, if a teacher sees educating 
and delivering certain values to the students as the purpose of his or her work, than once these 
goals are achieved, this teacher may find meaning in his or her workplace. Secondary factors 
refer to means other than the content of the work itself. For example, positive social relationships 
at work; being part of a future vision; being able to express one's creativity.  
In the current study, neither primary nor secondary factors enabled the participants to find 
meaning in their work. Thus the wish for meaning expressed by the participants was left 
unfulfilled.  
From an existential perspective, and according to Frankl (1988), the will for meaning 
accompanies humans' existence and is even more basic than the will for pleasure or power 
described by Freud. People will suffer and sometimes even sacrifice their lives for their values 
and for the search for the meaning of life. 
Both Baumeister (1991) and Frankl (1988) saw the great importance of having meaning 
in one's life and the harsh consequences of losing it. However, according to Frankl's (1988) view, 
it is a will for meaning that characterises human beings rather than a need for meaning or drive 
for meaning as Baumeister described it.  
By using the term will for meaning, Frankl (1967) suggests that if people were only 
driven to meaning, they would have embarked on meaning fulfillment merely in order to get rid 
of the unpleasant drive, and would not be concerned with the meaning itself. 
149 
 
In fact, according to Frankl (1967), people are always free and responsible to find 
meaning, even in challenging times and while suffering. One may not always be able to bring the 
meaning forth, but it is there even while concealed. What matters, says Frankl (1970), is not the 
meaning of life in general; rather it is the specific meaning of a person's life at a given moment.  
It is the individual¶V responsibility to come to an understanding of his or her life. In that 
respect, we can say that the difficult experiences the participants described at school are in 
themselves sources for meaning. However, the participants described their inability to find 
meaning in their suffering.  
The inability to find meaning leads, according to Frankl (1970), to a sense of emptiness 
and to an experience of existential vacuum. 7KLVWHUPFRLQHGE\)UDQNOGHVFULEHVDSHUVRQ¶V
experience of empty and meaningless life. 
In line with Frankl's view, previous studies have also indicated that the ability to find 
meaning in life effect positively people's well-being (Clausen and Borg 2011, Ryff 1989, Zika 
and Chamberlain 1992), physical and mental health (Debats, van der Lubbe and Wezeman 1993, 
Steger, Frazier, Oishi and Kaler 2006) as well as happiness (Chamberlain and Zika 1988, Debats 
et al. 1993). Furthermore, finding meaning is a prerequisite for happiness (Frankl 1970) and the 
yearning to find meaning in life is a primary motivational force of all people (Yalom 1980).  
According to King, Hicks, Krull and Del Gaiso (2006), the positive effect of meaning on 
people's well-being, health and happiness can be found from adolescence to late adulthood, thus 
the search for meaning is seen as crucial throughout the lifespan.  
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Nevertheless, despite the proven great importance of having meaning in life, according to 
Baumeister (1991) the ability to find meaning is not innate and is dependent upon the 
individual's ability to successfully satisfy four basic needs: the need for purpose; the need for 
value and justification; the need for efficacy; and the need for self-worth. 
The need for purpose refers to people's ability to experience their deeds as a build up 
towards a desirable outcome, and to see the reasons behind their activities. The need for value 
and justification refers to people's ability to define their actions as 'normal' and 'good'. A 
coherence between one's values and beliefs and one's deeds leads to satisfaction of the need for 
value and justification.  
The need for efficacy refers to people's ability to feel they are capable to cope with 
challenging events, and to have an autonomy and control over situations they encounter. The 
fourth need, self-worth, refers to people's need to experience themselves as 'good' and even 
superior to others.  
Achieving these four needs, according to Baumeister  and Wilson (1996), enables people 
to gain a sense of meaning in their lives. Looking at the participants' descriptions in the current 
study, none of these four needs were satisfied at their work at school. Two of these 
unaccomplished four needs are particularly absent, according to the participants' descriptions. 
The first one is the participants' inability to find purpose at work and the second one is their 
inability to find any coherence between the values they believed in and the values that were 
prioritised at school. 
9DOXHVDUHRIWHQGHVFULEHGLQOLWHUDWXUHDVDSHUVRQ¶VFRQFHSWVRUEHOLHIVRQWKHGHVLUDEOH
and right way to behave (Schwartz and Bilsky 1987). Schwartz (1994, p2) defined them as, 
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³GHVLUDEOHWUDQVLWLRQDOJRDOVYDU\LQJLQLPSRUWDQFHWKDWVHUYHDVJXLGLQJSULQFLSOHVLQWKHOLIHRID
SHUVRQRURWKHUVRFLDOHQWLW\´5RNHDFKVDZYDOXHVDVDPHDQWKURXJKZKLFKRQHJLYHV
meaning to actions. 
The huge gap between the values the participants believed in and the values that they 
ZHUHDOORZHGWRRUFRXOGWHDFKWKHLUVWXGHQWVLVHYLGHQFHGE\WKHSDUWLFLSDQWV¶GHVFULSWLRQV
Even their understanding of the meaning of the term education was completely at odds with the 
one they felt was given by the Ministry of Education. Ruth said³WKLVLVQRWZKDW,FDOO
HGXFDWLRQ´1DRPL said³,ZDQWHGWRIRVWHUWUXVWDQGFRQILGHQFH«LQVFKRROWKH\SUHIHUUHG
PDUNV´For DLDQD³,ZDQWHGWKHPWREHDEOHWRKDYHPHDQLQJIXOGLDORJXHV«EXWWKH\KDGWREH
JRRGLQWKHH[DPV´ 
Thus teaching fails in its objectives to be a profession that was meant to give affirmation 
and meaning to the participants' life. Emilee said: "I wanted tRGHYHORSWKHVWXGHQWV¶VFLHQWLILF
thinking, not just to prepare for all these shows." Ruth said: "For me it was important to help 
each one of the students understand that they are all capable, that they have the right genes inside 
them. We all have it. There was no time for that." 
The participants' wishes to educate their students, the next generation, and to deliver to 
their students the values they believe in can also be seen as a healthy stage of their psychological 
development. According to Erikson's (1963) psychosocial model of development, the primary 
motivation of people in their middle adulthood is contributing in guiding the future generation. 
This, according to Erikson, is the meaning of the term generativity.   
The wish and the ability to share one's own values, knowledge and life experiences, and 
to deliver those to the next generation is a characteristic of human beings. While the ability to 
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accomplish this task helps one to fulfill the need of generativity, the inability to do it leads one to 
experience stagnation.  
The prohibition of expression of values was so limiting that Jennifer used the term 
disconnection, saying ³,WKLQNWKHUHLVVRPHGLVFRQQHFWLRQEHWZHHQWKHYDOXHVWKHHGXFDWLRQDO
V\VWHPEHOLHYHVLQDQGWKRVHUHDOO\QHHGHG´. None of WKHSDUWLFLSDQWV¶ colleagues appeared to 
share their values, meaning that emotion escalated to shock. Ruth said³,ZDV VKRFNHG´ 
Another way to learn about the degree of crisis and the inability to find meaning is from 
the way the participants expressed themselves with questions instead of statements. The words 
µZK\¶DQGµZKDWIRU¶ appear much more frequently at this stage, showing that their minds were 
full of questions.  
Asking ³wK\"´is similar to a request for meaning. Once again, we see the contradiction 
EHWZHHQWKHSDUWLFLSDQWV¶LGHDOLVHGXQGHUVWDQGLQJRIWHDFKLQJDVDSURIHVVLRQDQGWKHUHDOLW\WKDW
struck so hard that they decided to quit their jobs. The very aspect of teaching that had attracted 
them had now lost its meaning. 
According to Minkowski (1958), when people feel that nothing appeals any more, as 
experienced by the participants of this study, there seems to be no wish to go further. The present 
is harsh and the future is blocked by the certainty that the next day will only bring another 
unpleasant, destructive and unfulfilling experience, instead of a lively, meaningful day to be 
treasured. Knowledge that the future may bring good outcomes is crucial to having a meaningful 
life, as Minkowski (1958) explains.  
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However, it is still questionable whether the desire for meaning that makes one's future 
worth living for is preordained or created following the dynamics of life. According to the 
participants of the current study, their arrival at school was driven with an early expectation and 
a preconception about the essence, the meaning, of their work at school.  
Having a pre-meaning, a prior essence, is stressed in Appleton's concept of essentialism 
(Golomb 1990). Following the perception that the essence precedes existence, as long as the 
participants' ideas about what the essence of teaching and education will not manifest itself, the 
participants will not be able to actualise themselves as teachers.  
According to Golomb (1990), pre-organised meaning and concepts may work well for 
objects or things, but not for human life. Life is too dynamic and constantly changing in order for 
it to hold firmly pre-organised essence, meanings and ideas. 
In contrary to essentialism, Sartre (1972), as an existential philosopher, suggested that 
existence precedes essence. Instead of trying to contain preordained meaning on an actual 
experience, one has to live and experience, and only then give meaning to the experience. As 
long as one holds a preordained idea, one is destined to experience disappointment and 
meaninglessness in one's dynamic and ever changing reality.  
However, ontologically speaking, one can say that the participants' disappointment and 
inability to find meaning on a wider context of existence is rooted in human existence. 
According to Camus (1991), people's trial to find meaning is constantly challenged by a deeper 
understanding that life is meaningless to start with, since human beings are doomed to die.  
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A similar view is expressed by Tillich (1952), who says that people's experience of 
PHDQLQJOHVVQHVVLVRQWRORJLFDODQGLVURRWHGLQKXPDQ
VPRUWDOLW\7KHNQRZOHGJHWKDWRQH¶VOLIH
might end any time without achieving anything meaningful and significant unavoidably leads 
people to experience the existential anxiety named anxiety of emptiness and meaninglessness 
(Tillich 1952).   
This view is reflected in van Deurzen-Smith's (1997) description of the spiritual 
dimension of existence, the Uberwelt. According to van Deurzen-Smith (1997), in the spiritual 
dimension, people try to make sense of the causality of existence in general rather than merely 
ILQGLQJPHDQLQJLQWKHLURZQH[LVWHQFH7KLVLVGRQHSULPDULO\E\DVNLQJ³ZK\´TXHVWLRQVDQGE\
searching for meaning.  
Ontologically, people were thrown into a world that is meaningless to begin with, and in 
which humans' lifespan is limited in time (van Deurzen 1997). While human beings seem to 
require meaning (Yalom 1980), in the spiritual dimension of existence they come to an 
understanding that there is no given meaning to life.  
Even the religious man, says Leibowitz (1979) who believes in God and in higher power 
is still given the freedom to choose the meaning and how to respond to life¶V experiences and 
challenges.  
This tension between the wish to have meaning and the understanding that there is no 
preordained meaning leads one to experience anxiety of emptiness and meaninglessness (Tillich 
1952). Paradoxically, the more people pursue meaning and understanding, the more they become 
aware that human beings are living in a meaningless world. Since all are destined to die, life 
itself may seem meaningless anyway.   
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This leads to an experience of emptiness and a feeling of void (Yalom 1980). Thus, 
humans' search for meaning and the experience of meaninglessness is ontologically unavoidable 
and accompanies humans' existence wherever they go.  
Figure 13 illustrates the ontological on-going search for meaning as a main motivation in 
OLIHWKDWLVGRRPHGWRIDLODVOLIH¶VFRQVWDQWFKDOOHQJHVGHQ\WKHDELOLW\ILQGPHDQLQJLQD
temporal life (2). This leads to the awareness of the idea that we are all temporal creatures in a 
meaningless world (3) and breeds existential anxiety, fear of emptiness and meaninglessness (4).  
This anxiety motivates people to find the meaning and understand of what life is about (1). As 
this is not fully possible in a meaningless world, people come to realise that they do not know 
what life means and the cycle starts again. 
 
Figure 13: The ontological cycle of the spiritual dimension 
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Following this concept, looking at the participants descriptions of their experience at 
school from an existential perspective, we can say that their ontic experiences are a reflection of 
the wider ontological cycle of the spiritual dimension.  
Figure 14 (see next page) illustrates the reflection of the participants¶ ontic experience of 
the ontological one. The outer circle illustrates the ontic experience of the participants' spiritual 
dimension in school, the participants' wish to deliver the values they believe in to their students, 
their search for meaning and their failure to achieve either. 
The cycle starts with WKHSDUWLFLSDQWV¶ wish to follow their values, deliver a message to 
their students and find meaning at their work (1). However, they are denied the chance to deliver 
the message they believe in (2) and are unable to find meaning in their work (3). As a result, they 
experience emptiness and meaninglessness (4). This provokes a wish to find meaning in an 
environment that is meaningless (1), but as this mission is impossible, the cycle starts again. In 
this particular study, the participants chose to deliver their values and search for meaning outside 
of school. 
The continuity of the outer circle reflects the everlasting motion of the ontological inner 
circle, where people search for meaning in a meaningless world, be it at school or elsewhere. 
157 
 
 
 
Figure 14: The reflection of the ontological spiritual dimension  
LQWKHSDUWLFLSDQWV¶RQWLFH[SHULHQFH 
 
Previous studies of WHDFKHUV¶EXUQRXWFRQVLGHUHGLQDELOLW\WRILQGPHDQLQJDVDVRXUFHRI
burnout (Tomic and Tomic 2008, Malach-Pines 2002a, Langle 2003). This characteristic adds to 
the three other main characteristic of burnout explored earlier: physical, emotional and 
psychological exhaustion. Nevertheless, the existential lens reveals the search for meaning as an 
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inevitable part of human existence due to the ontological givens. The accounts of the participants 
of this study in their spiritual dimension can therefore be seen as an ontic reflection of the wider 
ontological aspect of the spiritual world, similar to that shown by their accounts in all three 
previous dimensions.  
The reflection of the ontological spiritual dimension of existence in the participants¶ ontic 
experience at school adds to the reflections of the previous three dimensions of existence in their 
daily experience at school as well.  
The challenges and the difficulties the participants described in all four dimensions of 
existence can therefore be seen as reflections of ontological experiences and anxieties of humans 
existence in general. 
 
5.6 Facing reality 
All eight participants, having been certain of their choice to become teachers, 
were thus disturbed by unrewarding relationships, unstable conditions, , self-doubt in 
their personal and professional abilities and an inability to express the values they 
believed in.  
The analysis of the teachers' account of their experiences at school demonstrates 
that each of the four existential dimensions provoked existential anxieties within them.  
The social dimension provoked the fear of isolation, as the participants confronted 
their failure to accomplish the greatest need, a need for love and acceptance; the physical 
dimension provoked the fear of not knowing future outcomes, as the participants felt 
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insecure in their endeavour to find safe physical conditions; the psychological dimension 
gave rise to a groundlessness anxiety, as it disturbed the participants' motivation to 
choose a unique self and professional identity; lastly, the spiritual dimension provoked 
the fear of meaningless and emptiness, as the participants had to cope with their inability 
to transmit values and to find meaning at work. 
Figure 15 (see next page) summarises the challenges and main anxieties that the 
participants experienced in all four existential dimensions of existence. The inner circle 
represents the four existential dimensions of existence, while the outer squares show the 
participants' ontic experience as a reflection of the ontological givens that universally 
affect people. 
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Figure 15: The reflection of all four existential dimensions                                                        
in the SDUWLFLSDQWV¶RQWLFH[SHULHQFH 
 
The above factors ZHUHSURPLQHQWLQWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUGHFLVLRQs 
to leave school, as shown below by quotes from six of them:  
Diana said³,ZDVQ¶WDIUDLGWROHDYH,ZDVDIUDLGWRVWD\,UDQDZD\IURPWKDW
SODFH´For -HQQLIHU³2IFRXUVHLW¶VQRWHDV\WROHDYH\RXUMREEXWLW¶VEHWWHUWKDQVWD\LQJ
DQGEHFRPLQJLQGLJQDQW´ Ruth said³2QHKDVWROLVWHQWRRQHVHOI$VVRRQDV,UHDOLVHG
ZKDWZDVKDSSHQLQJWRPH,GHFLGHGWROHDYH,ZDVQ¶WDIUDLG1R´  Meanwhile, Naomi 
said³7KHGD\FDPHZKHQ,GHFLGHG,¶GKDGHQRXJK:KHQWKHDOWHUQDWLYHZDVDGPLVVLRQ
 
    Search for love and acceptance 
   Relationship with students,        
 ? students' parents,                              
 ? principals and colleagues                    
..fails. 
 
Fear of                               ? ? ? ? ?  
isolation. 
 
Search for                      ? ? ? ? ? ? ? ? ? ?
meaning and                                
delivering values 
Inability to follow values,       ? ? ?                    
inability to deliver values,               
inability to find meaning at work 
Fear of                              
meaninglessness and                        
emptiness 
 
 Search for safe physical conditions 
                      Difficult working conditions,       
 ? ? ? ?           insufficient salaries,          
 ? ? ? ? ?       ? ? instability, physical illness 
                                
                                     Fear of not              
 ? ? ? ? ? ? ? ?   ? ? knowing                   
 ? ? ? ? ? ? ? ? ? ? ?      ? future outcomes      
 ? ? ? ? ? ? ? ? ? ? ? ? ? ?
 and professional          Search for             
 ? ? ? ? ? ? ? ? ? ? ?         unique  
ƐĞ ? ? ? ? ?                        self and                       
 ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ? ?Ɖrofessional            
 ? ? ? ? ? ? ? ? ? identity                       
                            Lack of freedom,     
 ? ? ? ? ? ? ? lack of personal and     
 ? ? ? ?             professional efficacy, 
identity intimidated, great responsibility 
Groundlessness anxiety 
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WRDPHQWDOKHDOWKLQVWLWXWHRUOHDYLQJVFKRRO,SUHIHUUHGWROHDYHVFKRRO´For Rachel: 
³6WD\LQJZDVQRORQJHUDQRSWLRQ,KDGQRWKLQJOHIWWRGRWKHUH´6DQGUD said³7KH
longing to leave was burning inside me. The frustration I felt there was so great that 
OHDYLQJVFKRROZDVQRWDGLIILFXOWGHFLVLRQ´ 
The participants' choices to leave school can be seen as an exercise of their 
freedom. Staying at school despite their disappointing experiences can be seen as a state 
of bad faith (Sartre 1943). Leaving school can be regarded as an expression of the 
eruption of the true self, the self that has been suppressed and refuses to continue wearing 
the mask of lies (Laing 1969). The choice can also be regarded as a response to the call of 
their authentic voice, the one that wishes to express the authentic self (Heidegger 1962). 
They responded to the unease and anxiety created within them in a place where they felt 
alien and estranged. At the same time, the choice to leave the school can be considered as 
a failure to face the complex and difficult realities of working in the school environment. 
It is important to remember that while the participants of this research chose to 
leave school, other teachers choose to stay. However, from an existential perspective, one 
should also ask whether the participants would be able to avoid repeating their school 
experiences in other locales and sets of circumstances. This question becomes 
particularly valid since from an existential perspective, as Cohn (1997) says, anxiety is 
seen as "an inevitable aspect of existence itself" (p70). 
Indeed, in order to reduce sources of anxiety, school principals may be called to 
invest energy in creating more stable working environments; stability and safety; salaries 
that better reflect the amount of time and energy teachers invest in their work at school. 
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Job demands and rewards must be more balanced. An effort must be made in order to 
create a more intimate, friendly and supportive environment in all of the social circles 
that teachers encounter at school.  
A greater academic freedom and trust may need to be given, and special attention 
should be given to escalate teachers' professional and personal self-efficacy. Teachers 
should be more involved in shaping the values they deliver to their students and finding 
greater coherence between the values they believe in and those the school wish to deliver.  
However, as well as paying attention to the above ± hopeful changeable ± aspects, 
one should also look at suffering and anxiety sources which are, as Frankl (1970) 
describes, unchangeable. One has to take into consideration that there might always be 
aspects that will not be changeable and, as van Deurzen and Adams (2011) describe, will 
always be imposed upon people in each of the four existential dimensions. As such, 
ontological givens may potentially always be reflected in the participants' ontic 
experiences and may give rise to existential anxiety wherever they go. 
While, as van Deurzen (1988) describes, such existential anxiety may create an 
urge to leave within people, in order to halt the anxiety (as may have been done by the 
participants of this study), it is also important to remember that the ability to confront this 
very same existential anxiety, and accommodate it, may lead to the potential to live a 
more passionate life. 
Therefore, alongside paying attention to the particular difficulties expressed by 
the participants in each one of the four existential dimensions, difficulties that reflect 
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their ontic encounters at school, helping teachers face the ontological existential issues 
themselves may be a relevant mode of action.. 
For the teachers who wish to stay in their work at school, they must first become 
aware of the various anxieties to which they may be prone. Subsequently, they must 
discover the way that their particular existential anxiety reflects a greater ontological 
challenge as an inevitable part of human existence.  
In order to do so, an individual has to accept that from an existential perspective 
burnout is not rooted solely in a specific working environment. Rather, it mirrors the 
burden and limitations of human existence. Therefore the aim is not to merely let the 
burnout go away, but rather to examine and understand the way that individuals confront 
various existential givens at work. As stated by van Deurzen (2009), "the focus should 
therefore be shifted slowly from the issue at hand to the wider perspective of their life" 
(p82).  
Therefore, teachers must view school as the arena in which life challenges reveal 
themselves. By having a greater awareness and by constantly shifting from the particular 
to the universal, from the ontic to the ontological, from the particular experience at school 
to the general way of-being-in-the-world, the individual teacher might be able to 
distinguish between the things that are changeable and those that are reflections of the 
existential givens, which must be bravely faced by all humanity. The ability to face these 
challenges may lead one to find meaning in one's suffering.   
In order to benefit from seeing burnout as an existential phenomenon, one has to 
agree to embark on a journey that entails confronting life's challenges. One has to accept 
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that existence includes certain limitations that cannot be changed, and one has to want to 
change one's own way within the given limitations. However, there is a caveat, as van 
Deurzen (1988) states, "becoming aware of the possibility of taking direction of one's 
own life does not automatically lead to ideal conditions" (p194). Yet, van Deurzen (1997) 
also adds that the existential purpose is to help people to bravely confront reality..  
The aim is not to make things look better or different from what they really are, 
but rather to see them in all their damning reality, and then find a way to accommodate 
that reality and help people become more full of life.  
Therefore, strengthening teachers' ability to encounter, discuss, and cope with the 
existential limitations and challenges that are to be found in each one of the four 
existential dimensions of human existence will allow the teachers themselves to better 
cope with the difficulties they encounter in their professional and private lives. 
As a result, from the teachers knowing these issues and their ability to confront 
those issues by themselves, the teachers would also be able to teach those issues to their 
students and thus to prepare them for life's span and its ever existing challenges. 
Such an attitude may help those teachers who, like the participants of this study, 
feel they can no longer remain at school to reverse their decision. It may also help those 
teachers who stay at school to do their work more passionately. For all teachers, it may be 
useful to remember that they share a desire to form relationships. Thus, forming 
supportive relationships among the teachers who face similar challenges at school may 
help them successfully confront any existential burnout.  
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Indeed, as Yalom (1980) states, "no relationship can eliminate isolation. Each one 
of us is alone in existence. Yet, alones can be shared in such a way that love compensates 
for the pain of isolation" (p363).  Good relationships, adds Buber (cited in Yalom 1980), 
breaches the barriers of solitude and "throws a bridge from self-being to self-being across 
the abyss of dread of the universe" (p363). 
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 Chapter 6: Conclusions 
6.1 Summary 
This study has viewed the public school teaching experiences of eight Israeli 
women through the lens of an existential phenomenological approach. All of these 
women started their careers as teachers, equipped with hopes of forming meaningful 
relationships and finding meaning in their work. Their actual experiences did not match 
these hopes.  
The interpretative phenomenological analysis (IPA) conducted in the present 
study revealed a clustering of their experiences at school around four superordinate 
themes that reflected the four existential dimensions of existence commonly used in 
existential thinking. These themes, together with a number of sub-themes, revealed the 
SDUWLFLSDQWV¶H[SHULHQFHVWKDWLQFOXGHGGHVFULSWLRQVRIXQFHUWDLQW\DQGXQVDIH
environments, unfulfilling relationships, lack of freedom and meaningless days at work.  
These experiences all created a solid ground for the emergence of existential 
anxieties. In existential terminology, their anxieties included fear arising from the lack of 
knowledge of future outcomes, fear of isolation, engulfment anxiety, implosion anxiety, 
groundlessness anxiety and fear of emptiness and meaninglessness. These experiences 
can be seen as ontic reflections of greater ontological existential anxieties, which are part 
RIKXPDQH[LVWHQFHDQGDFFRPSDQ\SHRSOH¶VDZDUHQHVVRIWKHOLPLWDWLRQVDQGFKDOOHQJHV
of existence. 
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No relationship can eliminate isolation, and full control can never be gained over 
RQH¶VOLIHLQRUGHUWRDYRLGXQFHUWDLQW\± the idea that there is meaning is constantly 
challenged by life. Nevertheless, as Buber (1955) says, human beings are creatures of the 
³EHWZHHQ´7KHORQJLQJIRUUHODWLRQVKLSLVLQQDWHDQGVRLVWKHQHHGWREHUHFRQILUPHG
and reassured (Buber 1970). So too is the need to find mHDQLQJLQRQH¶VOLIH)UDQNO
1970). When one realises that he or she is being used rather than engaged (Yalom 1980), 
when one can find no meaning in his or her suffering (Frankl 1970), and when one has no 
IDLWKLQRQH¶VDELOLW\WRFKDQJHWKHFLUFXPVWDQFHV(Tillich 1952), one searches elsewhere 
for a more fulfilling environment.  
Existentially, by seeing these anxieties as ontic reflections of ontological givens 
and limitations, one may wonder whether these sought-for needs can ever be fully found. 
Wherever one may go, one may encounter similar experiences. 
6.2 Significance of this study 
More than 4,800 studies of burnout have appeared over the last four decades, 
indicating that burnout in general ± DQGWHDFKHUV¶EXUQRXWLQSDUWLFXODU± is a well-
investigated phenomenon. Nevertheless, as mentioned earlier, very few studies of this 
phenomenon have looked at it from an existential perspective. The few studies that did 
WDNHDQH[LVWHQWLDODSSURDFKXVXDOO\ORRNHGVROHO\DWWKHYLFWLP¶VLQDELOLW\WRILQG
meaning. 
The present study offers a phenomenological-existential perspective of teacher 
burnout. Its intention is not to dismiss previous studies; rather, its value is that it regards 
WHDFKHUV¶EXUQRXWVSHFLILFDOO\DQGWKHSKHQRPHQRQRIEXUQRXWLQJHQHUDODVDQ
168 
 
existential experience. It suggests a view of burnout as an existential phenomenon that is 
a reflection of ontological challenges. 
7KHVXJJHVWLRQWRREVHUYHWKHVXEMHFWLYHH[SHULHQFHRIWKHSDUWLFLSDQWV¶EXUQRXW
as an ontic reflection of a wider ontological givens validates the subjective experience 
DQGDWWKHVDPHWLPHSUHVHQWVLWDVD³QRUPDO´SKHQRPHQRQUDWKHUWKDQD³SDWKRORJLFDO´
experience. It may well be that other people would react differently for, as Cohn (1997) 
states, individuals may differ in the way they respond to existential givens and how they 
experience existential anxiety. Such differences depend on past experiences and on the 
experiential patterns that people develop throughout their lives. 
This concept is in alignment with the uniqueness of the existential approach as 
van Deurzen-Smith (1997) describes it: 
The existential project is to retrieve the intensity and fullness of human existence 
DVLWLVUHIOHFWHGLQDQLQGLYLGXDO¶VOLIHDQGZKLFKLVSDUDGR[LFDOO\H[SRVHGLQ
personal predicament. The objective is not to make all suffering go away but 
UDWKHUWRZHOFRPHLWDVHYLGHQFHRIRQH¶VSDUWLFXODUSRVLWLRQLQWKHZRUOGZKLFK
can reveal our possibilities and limitations to us. (p188) 
 
The objective of the present study is not to make burnout dissipate but rather to 
FRPHWRYLHZLWDVHYLGHQFHRIRQH¶VSDUWLFXODUSRVLWLRQLQWKHZRUOG6HHLQJWKHSDUWLFXODU
and the universal, the ontic and the ontological, and the tension between them in all four 
existential dimensions may help one to make sense of his or her experiences. It may help 
one to accommodate rather than to avoid the unavoidable, and make one capable rather 
than a victim. This does not mean in any way that one should suffer, but it suggests that 
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one needs to look at a deeper realm and question that which can be changed and that 
which will persist even in the light of the most suitable and gratifying external conditions.  
6.3 Strengths and limitations of this study 
In this study, I have used IPA. As such, and in line with the recommendation for 
IPA studies (Shinebourne 2010, Smith et al. 2009), the sample was relatively small and 
homogeneous. It included eight Israeli women who taught and left the teaching 
profession on their own initiative. As such, this might present a rather particular angle 
and is based upon a limited number of experiences of teachers who left school teaching. 
These teachers may wish to construct their life stories in ways that attempt to justify and 
explain their past behaviour in a certain light, according to their dominant narratives. 
Use of a small and homogenous sample group can be seen as a weakness as it is 
difficult to generalise from a small sample to a more universal phenomenon, which could 
leave the empirical value of this research in doubt. Furthermore, the sample is 
homogenous, as all participants are female. Although the vast majority of teachers in 
Israel are female, as discussed earlier, this may present difficulties in drawing general 
conclusions, as male participants might have reacted differently. However, the small and 
relatively homogenous group are in alignment with the aims of this research. As stated by 
Bar-On and Sheinberg-Tas (2010), phenomenological qualitative research should not 
pretend to be empirical or scientific. From an existential perspective, as van Deurzen and 
Adams (2011) describe, life is indeed a matter of personal interpretation and choice, 
without any fixed essence. Subjective thinking and reflection play a central role in 
creating who we are.  
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This research also seeks to provide space for voicing the experience of the 
individual participant. A small sample enables a deeper analysis of data and a greater 
opportunity for expression for each individual participant. This fact came to light, for 
example, in the findings chapter, which contains a large number of direct quotes from the 
original transcripts of all eight participants. 
Another limitation of this research may involve the implementation of the four 
existential dimensions of existence as a framework for this study. This implementation 
can be perceived as a weakness since it creates the risk of the participants expressing 
themselves according to this framework only. However, the four existential dimensions 
are sufficiently wide to contain many existential and daily experiences, the participants 
were not forced to describe certain experiences unless they mentioned them first, and 
application of this particular framework ensured that the study would have an existential 
perspective yet leave sufficient room for whatever experiences the participants might 
reveal. This stands in line with the aims of this research. 
One could regard the semi-structured interview as being a limitation, as these 
interviews can promote a situation where the participants are driven to tell about their 
H[SHULHQFHVLQDZD\WKDWPDWFKHVWKHUHVHDUFKHU¶VH[SHFWDWLRQV+RZHYHUDVPHQWLRQHG
above, I took every precaution to allow the interview to occur as an open and natural 
conversation. This helped to ensure that irrelevant issues would not emerge, whilst ± on 
the other hand ± issues that were not mentioned in the pre-arranged questions could be 
voiced. 
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A further weakness in this research is possibly the issue of language. I and all 
eight of my participants have Hebrew as our native language. All interviews were 
conducted in Hebrew and so were the transcriptions. Since this study is to be presented in 
(QJOLVKWKHSDUWLFLSDQWV¶H[SHULHQFHVHYHQWXDOO\KDGWREHWUDQVODWHGLQWR English. 
Transforming ideas and feelings from one language to another could result in the loss of 
some degree of the original experience and some words could possibly have no accurate 
translations. 
I attempted to stay as close as possible to the original experiences of the 
participants by conducting the interviews and the analysis in Hebrew ± the mutual 
language of the participants and myself ± and only then did I translate them into English. 
Heidegger (1962) addressed these types of language barriers and claimed that that 
language can never fully express the unique individual experience. Every attempt to 
transform an experience into a verbal description is bound to result in some loss of 
quality during the process and this potential for loss extends beyond the issue of 
translating from one language to another. It is an existential limitation that reflects the 
phenomenological-existential approach and is therefore a general ontological limitation. 
For this reason, this limitation is addressed in this study as part of the discussion and 
analysis. The recognition of the existence of this limitation supports the choice of IPA in 
this study as IPA acknowledges these types of human limitations. 
In order to ensure awareness of my own challenges and limitations, as well as 
those of IPA and phenomenological studies, and in order to ensure the quality of this 
study, I attended a course on phenomenological research methods at the New School of 
Psychotherapy and Counselling in London and I was supervised by an experienced IPA 
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supervisor. I have made efforts to increase my awareness of the strengths and limitations 
of IPA research and of my human limitations as a researcher. This research offers a fresh 
look at a long-standing phenomenon. Its strengths lie in the provision of a voice to the 
individual participant and its offer of a wide existential perspective. 
6.4 Clinical implementation 
This research illuminates new aspects of teacher burnout in particular and the 
burnout phenomenon in general. The information revealed can be helpful for teachers, for 
students who are in the process of becoming teachers and for those who are considering a 
teaching career. The importance of the study resides in its ability to prepare these groups 
for the difficulties and challenging experiences awaiting them in the educational system. 
This aspect is particularly important because the study reveals a gap between the 
SDUWLFLSDQWV¶H[SHFWDWLRQVEHIRUHWKH\VWDUWHGWKHLUZRUNDWVFKRRODQGWKHUHDOLW\WKDWWKH\
actually experienced as teachers.  
This research also has value for school principals who face their own burnout in 
addition to the burnout of their teachers. In particular, this research may help in 
developing attentiveness to the existential aspects of burnout at school. Possible 
applications of the results are identified on two levels: 
a. aspects that can be changed and improved. 
b. consideration, discussion and acknowledgment of what cannot be changed or 
improved but is part of existence. 
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As mentioned in Chapter Five, the discussion and analysis chapter, Frankl (1970) 
LQGLFDWHGWKDWVXIIHULQJPD\DULVHIURPVRXUFHVWKDWDUHEH\RQGRQH¶VFRQWURODVZHOODV
IURPVRXUFHVWKDWDUHZLWKLQRQH¶VFRQWURO7KH0LQLVWU\RI(GXFDWLRQPXQLFLSDOLWLHV
inspectors and principals can endeavour to change the daily elements that are under their 
control. A more meaningful application, perhaps, is to change the attitude towards 
DVSHFWVEH\RQGRQH¶VFRQWUROQDPHO\WKHRQWRORJLFDOJLYHQVWKDWDFFRPSDQ\RQH¶V
existence at all times and in all places. 
The ability to express these issues and to bring them into discussion among 
workers might not eliminate the uncontrollable and unchangeable limitations and 
difficulties. However, this could provide another point of view for these experiences as 
well as impart a sense of greater understanding of their ontological origins.  
My own academic freedom as a lecturer in a higher education institute for teacher 
training has already given me the ability to include lectures that present existential issues, 
limitations and opportunities and to promote discussion of these aspects in class. I can 
also extend this type of discussion by writing articles in teacher training journals. 
7KH0LQLVWU\RI(GXFDWLRQDQGWKHWHDFKHUV¶WUDLQLQJLQVWLWXWHVPLJKWDOVRFRQGXFW
VHPLQDUVRULQFOXGHDVDQLQWHJUDOSDUWRIWKHLUWHDFKHUV¶WUDLQLQJSURJUDPPHVOHFWXUHV
that address existential issues.  
Teacher training institutes could allocate space in their syllabi for courses 
dedicated to existential philosophy, which link burnout and existentialism; this may help 
to prepare future teachers to better cope with the existential aspects they may face as part 
of their work. 
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This would allow exploration of the phenomenon of burnout through the lens of 
an existential approach and perhaps lead to a two-step process that specifically addresses 
issues faced by teachers. The first phase would involve teaching and discussion of 
ontological existential issues by pedagogical supervisors or lecturers who would also 
discuss their reflections on the ontic experiences of the teachers at school. This could 
identify coping strategies to address these issues among students who are soon to be 
teachers 
In the next phase, these teachers would then have the capacity to teach their own 
student trainees about these issues. These two phases would enable both the teachers and 
their students to benefit from understanding the existential givens, limitations and 
anxieties, in order to better cope with them . 
Another helpful application of this strategy would be to seek the involvement of 
psychologists and psychotherapists who help clients undergoing burnout. Currently, 
teachers may find support mainly through their school counsellors or by turning to 
SV\FKRWKHUDSLVWVDQGFRXQVHOORUVVXEVLGLVHGE\WKHWHDFKHUV¶XQLRQV(GXFDWLQJVFKRRO
counsellors psychotherapists and psychologists who meet with teachers could widen the 
point of view and thought circles that are relevant to the burnout phenomenon. This 
would provide a helpful existential perspective to these challenging experiences that 
teachers encounter. 
Furthermore, as presented in Chapter Two, the literature review of this study, 
burnout appears in every occupation. As this study suggests thinking of burnout as an 
existential experience, the research and implications may be useful for psychologists and 
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psychotherapists who work with clients suffering burnout from any occupation. 
Understanding burnout as an experience that confronts the individual with the existential 
challenges of existence may help clients in their self-development process. This process 
may go beyond focusing on solving the particular or the ontic experience, and extend to 
helping people understand the ontological givens, and the way that these givens are 
intrinsic part of their personal lives.  
6.5. Validity 
The criteria for evaluating the validity of qualitative research are different from 
those used in qualitative research. The evaluation of IPA as qualitative research was 
addressed by Smith et al. ZKRVXJJHVWHGWKHXVHRI<DUGOH\¶VIRXU
principles: sensitivity to context; commitment and rigour; transparency and coherence; 
and impact and importance. 
6.5.1 Sensitivity to context  
Sensitivity to context, according to Yardley (2000), can be achieved by paying 
special attention to the collection of data and to existing literature. Smith et al.(2009) 
claim that the choice of IPA is already a sign of sensitivity, since the spirit of IPA 
UHTXLUHV³VNLOOVDZDUHQHVVDQGGHGLFDWLRQ´p180). 
7KHTXDOLW\RIWKHGDWDLVDSURGXFWRIWKHUHVHDUFKHU¶VDZDUHQHVVRIWKH
importance of the quality of the interview. The researcher must show empathy for the 
participants and sensitivity toward the potentially uncomfortable situation of the 
participants during the interviews, while creating a relaxed atmosphere for them. This 
176 
 
sensitivity must continue throughout the data analysis period and be reflected in the 
presentation of the findings and discussion of the data.  
In conducting this research, I made a concerted effort to remain highly sensitive to 
the participants, to their experiences during the interview and to the quality of the 
interview environment. During data analysis and its presentation in the findings section, 
as well as in the discussion, I presented a substantial amount of text taken verbatim from 
the participants. My aim was to show sensitivity to each participant and to give each one 
a voice in the research findings.  
Additionally, as Smith et al. (2009) suggest, sensitivity is also achieved through 
linking aspects of the literature to the subjective experience of the participants and 
allowing a forward movement to additional literature not previously introduced in the 
original literature review. Thus, this research demonstrates sensitivity and openness to the 
subjective individual experience of the participants, not only in regard to what was 
already known before, but by hearing them in a wider, different and new context. 
6.5.2 Commitment and rigour  
Smith et al. (2009) state that commitment and rigour is demonstrated in IPA 
studies by recruiting an appropriate sample in alignment with the research questions, as 
well as by maintaining a high level of attentiveness to the participants and to the process 
of the analysis and its presentation. IPA studies include in-depth interviews that require 
the researcher to invest time, attention to detail and seriousness. The interviews should be 
GHHSDQGWKRURXJK7KHUHVHDUFKHUVKRXOGDOZD\VUHPDLQDEOHWRUHVSHFWWKHSDUWLFLSDQWV¶
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boundaries, yet at the sDPHWLPHEHDEOHWR³KHDUEHWZHHQWKHOLQHV´ZKDWLVVDLGTXLHWO\
and to encourage the participants to share and describe their experiences.   
$ULJRURXVDQDO\VLVZLOOEHLQWHUSUHWLYHLWZLOOKDYHDJUDVSRIWKHSDUWLFLSDQWV¶
verbatim responses and will pay attention to the literature review but will also go beyond 
LW,WZLOOLQWURGXFHVRPHWKLQJQHZWKDWH[WHQGVEH\RQGHDFKSDUWLFLSDQW¶VLPPHGLDWH
words ± something with a greater meaning. As described by Smith et al. (2009), a good 
,3$VWXG\ZLOO³WHOOWhe reader something important about the particular individual 
SDUWLFLSDQWDVZHOODVVRPHWKLQJLPSRUWDQWDERXWWKHWKHPHVWKH\VKDUH´S 
In line with these parameters, this research included a sample of eight Israeli 
teachers who had left the teaching profession on their own initiative. This sampling is in 
alignment with the aim of the research. During the interviews, I paid special attention to 
EHLQJUHVSHFWIXORIWKHSDUWLFLSDQWV¶ERXQGDULHVEXW,DOVRHQFRXUDJHGDQGHQDEOHGWKHP
to share their experiences. In my role as a professional psychotherapist and counsellor, I 
XVHGP\LQWHUYLHZVNLOOVDQGOLVWHQHGFDUHIXOO\WRWKHSDUWLFLSDQWV¶ZRUGV7KHILQGLQJVRI
WKHVWXG\OLQNWKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHVWRHDUOLHUVWXGLHVRIEXUQRXW 
as well as imparting a new and wider context of existential thinking. Therefore, the 
demands for commitment and rigour were met.  
6.5.3 Transparency and coherence 
The transparency and coherence of a study, according to Yardley (2000), refer to 
how clearly the research process and its stages are described in the study. Smith et al. 
(2009) suggest that IPA studies will include a description of the recruitment process, the 
questions included in the interview and the steps that were taken during the analysis 
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process. A reader of a research report should be able to follow the process the researcher 
applied and should be able to imagine the double hermeneutic process through which the 
researcher endeavoured to make sense of the participants as they tried to make sense of 
their experiences.  
In this research, I have included a full description of the recruitment process and 
the interview schedule, and have provided a step-by-step description of the analysis 
process. Each step was supported with an illustration to enable the reader to follow and 
understand the development of this study. The findings and the results were presented as 
WKHSDUWLFLSDQWV¶DFFRXQWVRIWKHLUH[SHULHQFHVWKHLUXQGHUVWDQGLQJRIWKHHYHQWVDQGDQ
additional interpretation suggested by their experience and understanding. This detailed 
description met the criteria of transparency and coherence. 
6.5.4 Impact and importance 
<DUGOH\¶VLPSDFWDQGLPSRUWDQFHFULWHULDLQGLFDWHZKHWKHUWKHVWXG\WHOOV
something interesting, useful or important. This study looks at burnout in a wider context 
of existence. It suggests further qualitative research that would help to get closer to the 
subjective individual experience (see below) while still offering an interpretation that was 
not found in earlier studies of this phenomenon. It may have clinical implementation and 
may help to open another avenue for investigation of this phenomenon. Therefore, it may 
have both theoretical and applied impacts. 
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6.6 Suggestions for future studies 
This study presented an account of the experience of eight Israeli women who 
were formerly teachers at public schools in Israel but had decided to leave that 
profession. The literature review identified several studies that showed significant 
burnout in Israeli workers compared to other cultural groups (Friedman and Sagie 1999). 
However, as also discussed in the literature review, other studies have suggested the 
contrary (Malach-Pines 1984; 2004; 2011).  
Future studies should look at the phenomenon using a similar method, namely 
IPA, with a framework of four existential dimensions but should include a cross cultural 
component. This may help to reveal whether ontological reflections in the phenomenon 
of burnout can be found in teachers in other cultures and whether the phenomenon is 
significant among certain cultures. The use of IPA and the four existential dimensions as 
a framework may also be applicable to other groups of employees, including male 
participants. 
This study raised the question of whether one can ever escape the existential 
givens or whether one would experience burnout wherever he or she may go. A 
worthwhile research direction would be investigation of teachers and other professionals 
who decided to stay at their workplaces despite experiencing burnout. This may aid in 
XQGHUVWDQGLQJSHRSOH¶VGHFLVLRQVWRVWD\DWDMREDQGFDUU\RQZLWKWKHLUGDLO\JULQGHYHQ
while suffering from burnout. 
As suggested in the section on clinical implementation, the findings from this 
study might be useful in helping teachers, principals, inspectors, the Ministry of 
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Education and institutes of teacher training to view the phenomenon of burnout through 
the lens of existential thinking. It would be interesting to determine whether discussing 
job burnout with teachers, or other employees, against a background of existential 
thinking would help individuals to cope with their burnout issues. This could be 
examined by comparing two groups of participants where one group takes part in 
discussions or seminars that address the existential aspects of burnout, while the other 
group does not.   
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Chapter 8: Appendices 
8.1  $SHSQGL[,QIRUPDWLRQVKHHWIRUSDUWLFLSDQWV 
 
1HZ6FKRRORI3V\FKRWKHUDS\DQG&RXQVHOOLQJ'HSDUWPHQWRI3V\FKRORJ\ 
0LGGOHVH[8QLYHUVLW\4XHHQVZD\(QILHOG0LGGOHVH[(16) 
*LGHRQ0HQGD                                                                        
JLGHRQBPHQGD#KRWPDLOFRP 
,QIRUPDWLRQ6KHHWIRU3DUWLFLSDQWV
'HDUSDUWLFLSDQW 
<RXDUHEHLQJLQYLWHGWRSDUWLFLSDWHLQDUHVHDUFKVWXG\ %HIRUH\RXGHFLGHWRSDUWLFLSDWHLWLV
LPSRUWDQWIRU\RXWRXQGHUVWDQGZK\WKHUHVHDUFKLVEHLQJGRQHDQGZKDWLWLQYROYHV3OHDVHWDNH
\RXUWLPHWRUHDGWKHIROORZLQJLQIRUPDWLRQFDUHIXOO\DQGGLVFXVVLWZLWKRWKHUVLI\RXZLVK 
3OHDVHDVNIRUFODULILFDWLRQVLIWKHUHLVDQ\WKLQJWKDWLVQRWFOHDURULI\RXZRXOGOLNHPRUH
LQIRUPDWLRQ7DNH\RXUWLPHWRGHFLGHZKHWKHU\RXGRRUGRQRWZLVKWRWDNHSDUWLQWKLVUHVHDUFK 
  
:KDWLVWKHSXUSRVHRIWKLVUHVHDUFK" 
7KLVUHVHDUFKIRFXVHVRQH[LVWHQWLDODQGSKHQRPHQRORJLFDOSHUVSHFWLYHVRIWHDFKHUV¶EXUQRXWLQ
,VUDHO7KLVPHDQVWKDW,DPLQWHUHVWHGLQH[SORULQJWKHVXEMHFWLYHH[SHULHQFHRIWHDFKHUVZKR
XVHGWRWHDFKDWWKH,VUDHOLHGXFDWLRQDOV\VWHP 
$SURSRVHGEHQHILWRIWKHUHVHDUFKLVWKHLQFUHDVHGXQGHUVWDQGLQJRIWHDFKHUV
EXUQRXW 7KLV
LQIRUPDWLRQFRXOGEHRIEHQHILWWRWKHHGXFDWLRQV\VWHPLQ,VUDHODQGLQVWLWXWHVZKRWUDLQ
WHDFKHUV,WPD\DOVREHLQWHUHVWLQJWRUHVHDUFKHUVZKRDUHLQWHUHVWHGLQEXUQRXWRULQH[LVWHQWLDO
WKLQNLQJ  ,WPD\ILOODJDSLQWKHOLWHUDWXUHVLQFHYHU\OLWWOHUHVHDUFKKDVWDNHQSODFHORRNLQJDWWKH
H[SHULHQFHVRIWKLVSKHQRPHQRQIURPDQH[LVWHQWLDO-SKHQRPHQRORJLFDOSHUVSHFWLYH 
 
:K\GLG,FRQWDFW\RX" 
,KDYHFRQWDFWHG\RXVLQFH,WKRXJKW\RXPLJKWEHLQWHUHVWHGWRWDNHSDUWLQWKLVUHVHDUFK,DP
ORRNLQJIRUSHRSOHZKRXVHGWRWHDFKFKLOGUHQDWHOHPHQWDU\VFKRROVLQ,VUDHOIRUDPD[LPXP
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SHULRGRI\HDUVDQGZKRGHFLGHGWRTXLW,DPLQWHUHVWHGLQKHDULQJWKHGDLO\H[SHULHQFHDV
ZHOODVVLJQLILFDQWHYHQWVDQGLQWHUDFWLRQV 
:KDWZLOOKDSSHQWR\RXLI\RXWDNHSDUWLQWKLVUHVHDUFK" 
,I\RXFKRRVHWRWDNHSDUWLQWKLVUHVHDUFK,ZLOODVN\RXWRFRPHWRP\RIILFHLQ7HO-$YLYZKHUH
,ZLOOLQWHUYLHZ\RX,ZLOODVN\RXVHYHUDOTXHVWLRQVUHJDUGLQJ\RXUMREDVDWHDFKHU\RXU
IHHOLQJV\RXUPHPRULHVDQG\RXUH[SHULHQFHV,DPLQWHUHVWHGLQKHDULQJ\RXULQWHUSUHWDWLRQVRI
WKHHYHQWV\RXH[SHULHQFHGDVSDUWRI\RXUUROHDVDWHDFKHU 
,WLVDQWLFLSDWHGWKDWWKHLQWHUYLHZZLOOWDNHVHYHUDOKRXUVDQGZLOOEHUHFRUGHGRQDGLJLWDOGHYLFH
IRUODWHUWUDQVFULSWLRQ /DWHU,ZLOODQDO\VHWKHLQWHUYLHZLQRUGHUWRILQGWKHPDLQWKHPHVDULVH
DQGKHOSPHZLWKWKHUHVHDUFK 
 
:KDWDUHWKHGLVDGYDQWDJHVDQGULVNVRIWDNLQJSDUWLQWKHUHVHDUFK" 
$SRVVLEOHULVNLQYROYHGLQWKHUHVHDUFKPD\EHWKHH[SHULHQFHRUUH-H[SHULHQFLQJRISDLQIXO
PHPRULHVRUGLIILFXOWHPRWLRQVDV\RXWDONDERXW\RXUH[SHULHQFHV<RXKDYHFRPSOHWHFRQWURO
RYHUZKDW\RXVD\DQG\RXKDYHQRREOLJDWLRQWRGLVFORVHDQ\WKLQJWKDW\RXGRQRWIHHO
FRPIRUWDEOHGLVFXVVLQJ <RXPD\ZLWKGUDZIURPWKHVWXG\DWDQ\WLPHZLWKRXWQHHGLQJWR
SURYLGHDQH[SODQDWLRQ,I\RXZLVKWRVWRSGXULQJWKHLQWHUYLHZWKHQSOHDVHLQGLFDWH\RXUZLVKWR
GRVRDQGWKHLQWHUYLHZZLOOLPPHGLDWHO\EHWHUPLQDWHG7KHLQIRUPDWLRQ\RXJLYHZLOOEHNHSW
FRQILGHQWLDODQGUHPRYLQJDQ\LGHQWLI\LQJLQIRUPDWLRQZLOOSURWHFW\RXULGHQWLW\  
<RXUGDWDZLOOEHKDQGOHGLQDFFRUGDQFHZLWKWKHUHTXLUHPHQWVRIWKH,VUDHOLSULYDF\DQGGDWD
SURWHFWLRQ$FWDQG\RXKDYHWKHULJKWWRUHTXHVWWRYLHZDQ\LQIRUPDWLRQ,NHHSDERXW
\RX 
$OORI\RXULQIRUPDWLRQLQFOXGLQJWKHGLJLWDOUHFRUGLQJZLOOEHNHSWLQDORFNHGILOLQJFDELQHW
7KHLQWHUYLHZWUDQVFULSWZLOOEHNHSWLQDVHSDUDWHSODFHIURPDQ\RWKHULGHQWLI\LQJLQIRUPDWLRQ
<RXZLOOUHFHLYHDQLQWHUYLHZQXPEHUVR\RXUGDWDZLOOEHUHFRJQLVHGE\ERWKRIXVLQFDVH\RX
ZLVKWRZLWKGUDZIURPWKHVWXG\DQG\RXULQIRUPDWLRQFDQWKHQEHGHVWUR\HG 
  
:HZLOOGLVFXVVKRZ\RXDUHIHHOLQJDWWKHHQGRIWKHLQWHUYLHZDQGLI\RXKDYHDQ\FRQFHUQVRU
QHHGIXUWKHUVXSSRUWWKHQ,FDQSURYLGH\RXZLWKLQIRUPDWLRQDERXWORFDOVHUYLFHVDQGUHVRXUFHV
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ZKHUHUHOHYDQW 
'RUHPHPEHUWKDWSDUWLFLSDWLRQLQWKLVUHVHDUFKLVHQWLUHO\YROXQWDU\ 'RQRWWDNHSDUWLQLWXQOHVV
\RXZDQWWR 
  
:KRLVRUJDQLVLQJRUIXQGLQJWKHUHVHDUFK" 
7KHUHVHDUFKLVEHLQJFRPSOHWHGDVSDUWRIP\'RFWRUDOVWXGLHVLQH[LVWHQWLDOSV\FKRWKHUDS\DQG
FRXQVHOOLQJDWWKH1HZ6FKRRORI&RXQVHOOLQJDQG3V\FKRWKHUDS\LQ/RQGRQDQGLVEHLQJ
H[WHUQDOO\YDOLGDWHGE\0LGGOHVH[8QLYHUVLW\7KHUHVHDUFKLVVHOI-IXQGHGDQGWKHUHDUHQR
H[WHUQDOLQWHUHVWVLQWKHSURMHFW 
   
:KRKDVUHYLHZHGWKHVWXG\" 
$OOSURSRVDOVIRUUHVHDUFKXVLQJKXPDQSDUWLFLSDQWVDUHUHYLHZHGE\DQ(WKLFV&RPPLWWHHEHIRUH
WKH\FDQSURFHHG7KH0LGGOHVH[3V\FKRORJ\'HSDUWPHQW¶V(WKLFV&RPPLWWHHKDYHUHYLHZHG
WKLVSURSRVDO 
3OHDVHIHHOIUHHWRFRQWDFWPHLI\RXKDYHDQ\TXHVWLRQVRUFRQFHUQV 
0\HPDLOLVJLGHRQBPHQGD#KRWPDLOFRP 
0\UHVHDUFKVXSHUYLVRULV'U3QLQD6KLQHERXUQHDQGLI\RXQHHGDQ\YHULILFDWLRQ\RXFDQHPDLO
RUZULWHDWWKHIROORZLQJDGGUHVV 
  
7KH1HZ6FKRRORI3V\FKRWKHUDS\DQG&RXQVHOOLQJ5R\DO:DWHUORR+RXVH-:DWHUORR
5RDG/RQGRQ6(7; 
(PDLOSQLQDVKLQHERXUQH#QVSFRUJXN 
7KDQN\RXIRUWDNLQJWKHWLPHWRUHDGWKLVLQIRUPDWLRQDQGIRU\RXULQWHUHVWLQWKLV
UHVHDUFK 
*LGHRQ0HQGD 
     3DUWLFLSDQWLQIRUPDWLRQQXPEHU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8.2  $SSHQGL[&RQVHQWIRUP 
 
 1HZ6FKRRORI3V\FKRWKHUDS\DQG&RXQVHOOLQJ'HSDUWPHQWRI3V\FKRORJ\ 
0LGGOHVH[8QLYHUVLW\±6FKRRORI+HDOWKDQG6RFLDO6FLHQFHV 
 BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB 
&RQVHQW)RUP 
a 
5HVHDUFK7LWOH        7HDFKHUVRQ)LUH([LVWHQWLDO±3KHQRPHQRORJLFDO3HUVSHFWLYHVRI
7HDFKHUV
%XUQRXWLQ,VUDHO 
5HVHDUFKHU              *LGHRQ0HQGD 
6XSHUYLVRU               'U3QLQD6KLQERXUQH 
  
,KDYHXQGHUVWRRGWKHGHWDLOVRIWKHUHVHDUFKDVH[SODLQHGWRPHE\WKHUHVHDUFKHUDQGFRQILUP
WKDW,KDYHFRQVHQWHGWRDFWDVDSDUWLFLSDQW  
,XQGHUVWDQGWKDWP\SDUWLFLSDWLRQLVHQWLUHO\YROXQWDU\WKHGDWDFROOHFWHGGXULQJWKHUHVHDUFK
ZLOOQRWEHLGHQWLILDEOHDQG,KDYHWKHULJKWWRZLWKGUDZIURPWKHSURMHFWDWDQ\WLPHZLWKRXWDQ\
REOLJDWLRQWRH[SODLQP\UHDVRQVIRUGRLQJVR 
,IXUWKHUXQGHUVWDQGWKDWWKHGDWD,SURYLGHPD\EHXVHGIRUDQDO\VLVDQGVXEVHTXHQWSXEOLFDWLRQ
LQDQDQRQ\PRXVIRUPDQGSURYLGHP\FRQVHQWWKDWWKLVPLJKWRFFXU 
,XQGHUVWDQGWKDWDUHFRUGLQJLVEHLQJPDGHRIWKLVLQWHUYLHZDQGZLOOEHVHFXUHO\VWRUHGXQWLOD
YHUEDWLPWUDQVFULSWKDVEHHQPDGH 
  
ʩʨʸʴʸʷʧʮʤʥʸʡʱʥʤʩʬʬʲʩʣʩʸʷʥʧʤʩʺʰʡʤʥʺʠʠʹʥʰʸʷʧʮʤʺʠʥʥʩʨʸʴʩʰʠʸʹʠʮ´ʩʫʩʺʮʫʱʤʬʥʨʩʬʥʡʷʬʧ
ʩʺʥʴʺʺʹʤʤʰʩʤʬʲʱʩʱʡʩʺʥʡʣʰʺʤʩʩʨʸʴʥʭʩʩʹʩʠʤʠʬʥʮʱʸʥʴʩ
ʭʠʤʶʸʠʪʫʡʬʫʥʠʷʩʱʴʤʬʺʠʩʺʥʴʺʺʹʤʸʷʧʮʡʠʬʥʤʩʤʠʡʩʩʧʺʷʮʰʬʺʠʩʺʸʩʧʡʺʥʹʲʬʺʠʦ
ʲʥʣʩʩʬʩʫʭʩʰʥʺʰʤʭʩʴʱʠʰʤʥʬʫʥʩʹʮʹʬʱʩʱʡʫʧʥʺʩʰʬʸʷʧʮʬʥʭʤʥʭʩʩʥʹʲʭʱʸʴʺʤʬʩʰʠʥʯʺʥʰʺʺʠʩʺʮʫʱʤʪʫʬ
ʯʥʩʠʸʤʨʬʷʥʮʤʸʮʹʩʤʸʥʶʡʤʧʥʨʡʺʩʨʸʷʱʩʣʥʭʹʬʺʰʫʤʭʩʬʩʬʮʺ
 
BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB 
1DPHRISDUWLFLSDQW                            3DUWLFLSDQW¶VVLJQDWXUH 
 
BBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBBB 
1DPHRIUHVHDUFKHU                                           5HVHDUFKHU¶VVLJQDWXUH 
 
'DWHBBBBBBBBBBBBB'DWHBBBBBBBBBBBBB
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8.3  $SSHQGL[(WKLFDOFOHDUDQFH 
 
163&3V\FKRORJ\'HSDUWPHQW 
5(48(67)25(7+,&$/$33529$/ 
 
$SSOLFDQWVSHFLI\8*3*0RGXOH'3URI([LVWHQWLDO3V\FKRWKHUDS\	&RXQVHOOLQJ3K'
67$))'DWHVXEPLWWHG«««««««« 
 
1RVWXG\PD\SURFHHGXQWLOWKLVIRUPKDVEHHQVLJQHGE\DQDXWKRULVHGSHUVRQLQGLFDWLQJ
WKDWHWKLFDODSSURYDOKDVEHHQJUDQWHG)RUFROODERUDWLYHUHVHDUFKZLWKDQRWKHULQVWLWXWLRQ
HWKLFDODSSURYDOPXVWEHREWDLQHGIURPDOOLQVWLWXWLRQVLQYROYHG 
 
7KLVIRUPVKRXOGEHDFFRPSDQLHGE\DQ\RWKHUUHOHYDQWPDWHULDOVHJTXHVWLRQQDLUHWREH
HPSOR\HGOHWWHUVWRSDUWLFLSDQWVLQVWLWXWLRQVDGYHUWLVHPHQWVRUUHFUXLWLQJPDWHULDOVLQIRUPDWLRQ
VKHHWIRUSDUWLFLSDQWVFRQVHQWIRUPRURWKHULQFOXGLQJDSSURYDOE\FROODERUDWLQJLQVWLWXWLRQV
$IXOOHUGHVFULSWLRQRIWKHVWXG\PD\EHUHTXHVWHG 
 
,VWKLVWKHILUVWVXEPLVVLRQRIWKHSURSRVHGVWXG\"     <HV 
,VWKLVDQDPHQGHGSURSRVDOUHVXEPLVVLRQ"      1R 
 
,VWKLVDQXUJHQWDSSOLFDWLRQ"7REHDQVZHUHGE\6WDII6XSHUYLVRURQO\  <HV1R 
 
6XSHUYLVRUWRLQLWLDOKHUH 
1DPHVRILQYHVWLJDWRUV*LGHRQ0HQGD 
1DPHRIVXSHUYLVRUV3QLQD6KLQHERXUQH 
 
 
 
Title of study: 
 Teachers on Fire: Existential ± Phenomenological perspectives of teachers' burnout in Israel 
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3OHDVHDWWDFKDEULHIGHVFULSWLRQRIWKHQDWXUHDQGSXUSRVHRIWKHVWXG\LQFOXGLQJGHWDLOVRIWKH
SURFHGXUHWREHHPSOR\HG,GHQWLI\WKHHWKLFDOLVVXHVLQYROYHGSDUWLFXODUO\LQUHODWLRQWRWKH
WUHDWPHQWH[SHULHQFHVRISDUWLFLSDQWVVHVVLRQOHQJWKSURFHGXUHVVWLPXOLUHVSRQVHVGDWD
FROOHFWLRQDQGWKHVWRUDJHDQGUHSRUWLQJRIGDWD 
 
 
&RXOGDQ\RIWKHVHSURFHGXUHVUHVXOWLQDQ\DGYHUVHUHDFWLRQV" <(6 
,I³\HV´ZKDWSUHFDXWLRQDU\VWHSVDUHWREHWDNHQ" 
 
 
 
 
 
 
 
 
 
:LOODQ\IRUPRIGHFHSWLRQEHLQYROYHGWKDWUDLVHVHWKLFDOLVVXHV"  12 
0RVWVWXGLHVLQSV\FKRORJ\LQYROYHPLOGGHFHSWLRQLQVRIDUDVSDUWLFLSDQWVDUHXQDZDUHRI 
WKHH[SHULPHQWDOK\SRWKHVHVEHLQJWHVWHG'HFHSWLRQEHFRPHVXQHWKLFDOLISDUWLFLSDQWVDUHOLNHO\ 
WRIHHODQJU\RUKXPLOLDWHGZKHQWKHGHFHSWLRQLVUHYHDOHGWRWKHP 
1RWHLIWKLVZRUNXVHVH[LVWLQJUHFRUGVDUFKLYHVDQGGRHVQRWUHTXLUHSDUWLFLSDWLRQSHUVHWLFN
KHUH«««DQGJRWRTXHVWLRQ(QVXUHWKDW\RXUGDWDKDQGOLQJFRPSOLHVZLWKWKH'DWD
3URWHFWLRQ$FW 
 
See attached project proposal 
A possible risk involved in the research may be the experience, or the re-experiencing, of 
unpleasant memories and difficult emotions. However, the participants will have complete 
control over what they say and will not be obligated to disclose anything that they do not feel 
comfortable discussing. They may withdraw from the study at any time without providing an 
explanation. If they wish to stop during the interview, they will be asked to indicate their wish 
to do so and the interview will immediately be terminated. 
At the end of the interview, we will discuss how the participant feels; if they have any 
concerns or need further support, I can provide them with information about relevant local 
services and resources. 
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,ISDUWLFLSDQWVRWKHUWKDQ163&RU0LGGOHVH[8QLYHUVLW\VWXGHQWVDUHWREHLQYROYHGZKHUHGR
\RXLQWHQGWRUHFUXLWWKHP"$IXOOULVNDVVHVVPHQWPXVWEHFRQGXFWHGIRUDQ\ZRUNXQGHUWDNHQ
RIIXQLYHUVLW\SUHPLVHV 
 
 
 
 
:KHQGLG\RXUHFHLYHSURJUDPPHSODQQLQJDSSURYDOIRUWKLVVWXG\WK0D\ 
,I\RXZHUHDVNHGIRUUHYLVLRQVWR\RXURULJLQDOSURSRVDOWKLVGDWHVKRXOGEHZKHQ 
\RXUHFHLYHGDSSURYDORIWKHUHYLVLRQV 
3OHDVHDWWDFKDFRS\RIWKHSURJUDPPHSODQQLQJDSSURYDO 
 
'RHVWKHVWXG\LQYROYH 
&OLQLFDOSRSXODWLRQV       12 
  &KLOGUHQXQGHU\HDUV      12 
9XOQHUDEOHDGXOWVVXFKDVLQGLYLGXDOVZLWKPHQWDOKHDOWKSUREOHPV
OHDUQLQJGLVDELOLWLHVSULVRQHUVHOGHUO\\RXQJRIIHQGHUV"  12 
 
+RZDQGIURPZKRPHJIURPSDUHQWVIURPSDUWLFLSDQWVYLDVLJQDWXUHZLOOLQIRUPHG 
FRQVHQWEHREWDLQHG"6HHFRQVHQWJXLGHOLQHVQRWHVSHFLDOFRQVLGHUDWLRQVIRUVRPH 
TXHVWLRQQDLUHUHVHDUFK 
 
 
 
 
The participants are teachers who used to work in the Israeli educational system. An invitation 
to take part in this research will be published in higher education institutes for teacher training 
as well as in schools in Israel. An invitation will also be published in the local newspaper. 
From participants, via signature 
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:LOO\RXLQIRUPSDUWLFLSDQWVRIWKHLUULJKWWRZLWKGUDZIURPWKHUHVHDUFKDWDQ\WLPH 
ZLWKRXWSHQDOW\"VHHFRQVHQWJXLGHOLQHV      <(6 
:LOO\RXSURYLGHDIXOOGHEULHILQJDWWKHHQGRIWKHGDWDFROOHFWLRQSKDVH" <(6 
VHHGHEULHILQJJXLGHOLQHV          
:LOO\RXEHDYDLODEOHWRGLVFXVVWKHVWXG\ZLWKSDUWLFLSDQWVLIQHFHVVDU\WRPRQLWRU 
DQ\QHJDWLYHHIIHFWVRUPLVFRQFHSWLRQV"      <(6 
 
,IQRKRZGR\RXSURSRVHWRGHDOZLWKDQ\SRWHQWLDOSUREOHPV" 
 
 
8QGHUWKH'DWD3URWHFWLRQ$FWSDUWLFLSDQWLQIRUPDWLRQLVFRQILGHQWLDOXQOHVVRWKHUZLVH 
DJUHHGLQDGYDQFH:LOOFRQILGHQWLDOLW\EHJXDUDQWHHG"   <(6 
VHHFRQILGHQWLDOLW\JXLGHOLQHV  
,I\HVKRZZLOOWKLVEHDVVXUHGVHH 
 
 
 
 
,I³QR´KRZZLOOSDUWLFLSDQWVEHZDUQHG"VHH 
 
 
1%<RXDUHQRWDWOLEHUW\WRSXEOLVKPDWHULDOWDNHQIURP\RXUZRUNZLWKLQGLYLGXDOVZLWKRXWWKH 
SULRUDJUHHPHQWRIWKRVHLQGLYLGXDOV 
 
 
All data, including the digital recorder, will be kept in a locked filing cabinet. The 
interview transcripts will be kept separately from other identifying information to protect 
the participants. The names of the participants will not be published, and confidentiality 
will be maintained.  
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$UHWKHUHDQ\HWKLFDOLVVXHVZKLFKFRQFHUQ\RXDERXWWKLVSDUWLFXODUSLHFHRIUHVHDUFKQRW 
FRYHUHGHOVHZKHUHRQWKLVIRUP"        12 
,I³\HV´SOHDVHVSHFLI\ 
 
1%,I³\HV´KDVEHHQUHVSRQGHGWRDQ\RITXHVWLRQVRU³QR´WRDQ\RITXHVWLRQV-D
IXOOH[SODQDWLRQRIWKHUHDVRQVKRXOGEHSURYLGHG--LIQHFHVVDU\RQDVHSDUDWHVKHHWVXEPLWWHGZLWK
WKLVIRUP 
    5HVHDUFKHU««««««««««GDWH«««««« 
6LJQDWXUHVRIDSSURYDO 6XSHUYLVRU««««««««««««GDWH««««« 
    (WKLFV3DQHO«««««««««««GDWH««««« 
VLJQHGSHQGLQJFRPSOHWLRQRID5LVN$VVHVVPHQWIRUPLIDSSOLFDEOH 
*XLGHOLQHVDUHDYDLODEOHIURPWKH(WKLFVSDJHRI2DVV3OXV 
 <HV 1R 
6RPHRUDOORIWKLVUHVHDUFKLVWREHFRQGXFWHGDZD\IURP0LGGOHVH[8QLYHUVLW\ ;  
,I³\HV´WLFNKHUHWRFRQILUPWKDWD5LVN$VVHVVPHQWIRUPLVWREHVXEPLWWHG ;  
,DPDZDUHWKDWDQ\PRGLILFDWLRQVWRWKHGHVLJQRUPHWKRGRIWKLVSURSRVDOZLOO 
UHTXLUHPHWRVXEPLWDQHZDSSOLFDWLRQIRUHWKLFDODSSURYDO 
;  
  
,DPDZDUHWKDW,QHHGWRNHHSDOOPDWHULDOVGRFXPHQWVUHODWLQJWRWKLVVWXG\HJ 
SDUWLFLSDQWFRQVHQWIRUPVILOOHGTXHVWLRQQDLUHVHWFXQWLOFRPSOHWLRQRIP\ 
GHJUHH 
;  
  
,KDYHUHDGWKH%ULWLVK3V\FKRORJLFDO6RFLHW\¶V(WKLFDO3ULQFLSOHVIRU&RQGXFWLQJ 
5HVHDUFKZLWK+XPDQSDUWLFLSDQWVIRU'3V\FKRUWKHUHOHYDQW8QLYHUVLWLHV 
&RXQVHOOLQJDQG3V\FKRWKHUDS\$VVRFLDWLRQJXLGHOLQHVIRU'3URIDQGEHOLHYH 
WKLVSURSRVDOWRFRQIRUPZLWKWKHP 
;  
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 $SSHQGL[5LVNDVVHVVPHQW 
 
,1'(3(1'(17),(/'/2&$7,21:25.5,6.$66(660(17 )5$ 
7KLVSURIRUPDLVDSSOLFDEOHWRDQGPXVWEHFRPSOHWHGLQDGYDQFHIRUWKHIROORZLQJILHOGZRUN
VLWXDWLRQV 
1. $OOILHOGZRUNXQGHUWDNHQLQGHSHQGHQWO\E\LQGLYLGXDOVWXGHQWVHLWKHULQWKH8.RURYHUVHDV
LQFOXGLQJLQFRQQHFWLRQZLWKSURSRVLWLRQPRGXOHRUGLVVHUWDWLRQV6XSHUYLVRUWRFRPSOHWH
ZLWKVWXGHQWV 
2. $OOILHOGZRUNXQGHUWDNHQE\SRVWJUDGXDWHVWXGHQWV6XSHUYLVRUVWRFRPSOHWHZLWKVWXGHQWV 
3. )LHOGZRUNXQGHUWDNHQE\UHVHDUFKVWXGHQWV6WXGHQWWRFRPSOHWHZLWKVXSHUYLVRU 
4. )LHOGZRUNYLVLWVE\UHVHDUFKVWDII5HVHDUFKHUWRFRPSOHWHZLWK5HVHDUFK&HQWUH+HDG 
),(/':25.'(7$,/6 
 
1DPH*LGHRQ0HQGD
«««««««««« 
 
 
 
6WXGHQW1R0 
5HVHDUFK&HQWUHVWDIIRQO\«««««««« 
 
6XSHUYLVRU3QLQD6KLQHERXUQH 
 
 
 
'HJUHHFRXUVH'3URI([LVWHQWLDO3V\FKRWKHUDS\	&RXQVHOOLQJ 
 
 
 
 
 
7HOHSKRQHQXPEHUVDQGQDPHRI
QH[WRINLQZKRPD\EHFRQWDFWHG
LQWKHHYHQWRIDQDFFLGHQW 
 
 
1H[WRI.LQ 
 
1DPH««««««««««« 
 
3KRQH««««««««««« 
 
3K\VLFDORUSV\FKRORJLFDO
OLPLWDWLRQVWRFDUU\LQJRXWWKH
SURSRVHGILHOGZRUN 
  
QRQH 
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$Q\KHDOWKSUREOHPVIXOOGHWDLOV 
:KLFKPD\EHUHOHYDQWWRSURSRVHG
ILHOGZRUNDFWLYLW\LQFDVHRI
HPHUJHQFLHV 
 
 
QRQH 
 
/RFDOLW\&RXQWU\DQG5HJLRQ 
  
&HQWUDO,VUDHO 
 
7UDYHO$UUDQJHPHQWV 
  
3ULYDWHFDU 
1%&RPSUHKHQVLYHWUDYHODQG
KHDOWKLQVXUDQFHPXVWDOZD\VEH
REWDLQHGIRULQGHSHQGHQWRYHUVHDV
ILHOGZRUN 
  
5HVHDUFKWDNHVSODFHDWP\KRPHODQGDQGSHUPDQHQWDGGUHVV 
 
'DWHVRI7UDYHODQG)LHOGZRUN 
  
6HSWHPEHU±6HSWHPEHU 
 
3/($6(5($'7+(,1)250$7,2129(5/($)9(5<&$5()8//< 
 
 
+D]DUG,GHQWLILFDWLRQDQG5LVN$VVHVVPHQW3/($6(5($'9(5<&$5()8//< 
/LVWWKHORFDOLWLHVWREHYLVLWHGRUVSHFLI\URXWHVWREHIROORZHG&RO*LYHWKHDSSUR[LPDWH
GDWHPRQWK\HDURI\RXUODVWYLVLWRUHQWHUµ1279,6,7('¶&RO)RUHDFKORFDOLW\HQWHU
WKHSRWHQWLDOKD]DUGVWKDWPD\EHLGHQWLILHGEH\RQGWKRVHDFFHSWHGLQHYHU\GD\OLIH$GGGHWDLOV
JLYLQJFDXVHIRUFRQFHUQ&RO 
 
([DPSOHVRI3RWHQWLDO+D]DUGV 
$GYHUVHZHDWKHUH[SRVXUHKHDWVXQEXUQOLJKWHQLQJZLQGK\SRWKHUPLD 
7HUUDLQUXJJHGXQVWDEOHIDOOVOLSWULSGHEULVDQGUHPRWHQHVV7UDIILFSROOXWLRQ 
'HPROLWLRQEXLOGLQJVLWHVDVVDXOWJHWWLQJORVWDQLPDOVGLVHDVH 
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:RUNLQJRQQHDUZDWHUGURZQLQJVZHSWDZD\GLVHDVHZHLOVGLVHDVHKHSDWLWLVPDODULDHWF
SDUDVLWHV¶IORRGLQJWLGHVDQGUDQJH 
/RQHZRUNLQJGLIILFXOWWRVXPPRQKHOSDORQHRULQLVRODWLRQORQHLQWHUYLHZV 
'HDOLQJZLWKWKHSXEOLFSHUVRQDODWWDFNFDXVLQJRIIHQFHLQWUXVLRQPLVLQWHUSUHWHGSROLWLFDO
HWKQLFFXOWXUDOVRFLR-HFRQRPLFGLIIHUHQFHVSUREOHPV.QRZQRUVXVSHFWHGFULPLQDORIIHQGHUV 
6DIHW\6WDQGDUGVRWKHUZRUNRUJDQLVDWLRQVWUDQVSRUWKRWHOVHWFZRUNLQJDWQLJKWDUHDVRI
KLJKFULPH 
,OOKHDOWKSHUVRQDOFRQVLGHUDWLRQVRUYXOQHUDELOLWLHVSUH-GHWHUPLQHGPHGLFDOFRQGLWLRQV
DVWKPDDOOHUJLHVILWWLQJJHQHUDOILWQHVVGLVDELOLWLHVSHUVRQVVXLWHGWRWDVN 
$UWLFOHVDQGHTXLSPHQWLQDSSURSULDWHW\SHDQGRUXVHIDLOXUHRIHTXLSPHQWLQVXIILFLHQWWUDLQLQJ
IRUXVHDQGUHSDLULQMXU\ 
6XEVWDQFHVFKHPLFDOVSODQWVELR-KD]DUGVZDVWHLOOKHDOWK-SRLVRQLQJLQIHFWLRQLUULWDWLRQ
EXUQVFXWVH\H-GDPDJH 
0DQXDOKDQGOLQJOLIWLQJFDUU\LQJPRYLQJODUJHRUKHDY\LWHPVSK\VLFDOXQVXLWDELOLW\IRUWDVN 
,IQRKD]DUGFDQEHLGHQWLILHGEH\RQGWKRVHRIHYHU\GD\OLIHHQWHUµ121(¶ 
 
*LYHEULHIGHWDLOVRIILHOGZRUNDFWLYLW\ 
,QWHUYLHZLQJDGXOWVLQDQRIILFHLQWKHFHQWUHRI,VUDHO 
 
/2&$/,7<5287( /$679,6,7 327(17,$/+$=$5'6 
7HO±$YLY 'DLO\ 1RQHEH\RQGWKRVHRIHYHU\GD\OLIH 
 
7KH8QLYHUVLW\)LHOGZRUNFRGHRI3UDFWLFHERRNOHWSURYLGHVSUDFWLFDODGYLFHWKDWVKRXOGEH
IROORZHGLQSODQQLQJDQGFRQGXFWLQJILHOGZRUN 
 
 
5LVN0LQLPLVDWLRQ&RQWURO0HDVXUHV 3/($6(5($'9(5<&$5()8//< 
)RUHDFKKD]DUGLGHQWLILHG&ROOLVWWKHSUHFDXWLRQVFRQWUROPHDVXUHVLQSODFHRUWKDWZLOOEH
WDNHQ&ROWRUHGXFHWKHULVNWRDFFHSWDEOHOHYHOVDQGWKHVDIHW\HTXLSPHQW&ROWKDW
ZLOOEHHPSOR\HG 
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$VVXPLQJWKHVDIHW\SUHFDXWLRQVFRQWUROPHWKRGVWKDWZLOOEHDGRSWHG&ROFDWHJRULVHWKH
ILHOGZRUNULVNIRUHDFKORFDWLRQURXWHDVQHJOLJLEOHORZPRGHUDWHRUKLJK&RO 
5LVNLQFUHDVHVZLWKERWKWKHLQFUHDVLQJOLNHOLKRRGRIDQDFFLGHQWDQGWKHLQFUHDVLQJVHYHULW\
RIWKHFRQVHTXHQFHVRIDQDFFLGHQW 
$QDFFHSWDEOHOHYHORIULVNLVDULVNZKLFKFDQEHVDIHO\FRQWUROOHGE\SHUVRQWDNLQJSDUWLQWKH
DFWLYLW\XVLQJWKHSUHFDXWLRQVDQGFRQWUROPHDVXUHVQRWHGLQFOXGLQJWKHQHFHVVDU\LQVWUXFWLRQV
LQIRUPDWLRQDQGWUDLQLQJUHOHYDQWWRWKDWULVN7KHUHVXOWDQWULVNVKRXOGQRWEHVLJQLILFDQWO\KLJKHU
WKDQWKDWHQFRXQWHUHGLQHYHU\GD\OLIH 
([DPSOHVRIFRQWUROPHDVXUHVSUHFDXWLRQV 
3URYLGLQJDGHTXDWHWUDLQLQJLQIRUPDWLRQ	LQVWUXFWLRQVRQILHOGZRUNWDVNVDQGWKHVDIHDQG
FRUUHFWXVHRIDQ\HTXLSPHQWVXEVWDQFHVDQGSHUVRQDOSURWHFWLYHHTXLSPHQW,QVSHFWLRQDQG
VDIHW\FKHFNRIDQ\HTXLSPHQWSULRUWRXVH$VVHVVLQJLQGLYLGXDOVILWQHVVDQGVXLWDELOLW\WR
HQYLURQPHQWDQGWDVNVLQYROYHG$SSURSULDWHFORWKLQJHQYLURQPHQWDOLQIRUPDWLRQFRQVXOWHGDQG
DGYLFHIROORZHGZHDWKHUFRQGLWLRQVWLGHWLPHVHWF6HHNDGYLFHRQKDUPIXOSODQWVDQLPDOV	
VXEVWDQFHVWKDWPD\EHHQFRXQWHUHGLQFOXGLQJLQIRUPDWLRQDQGLQVWUXFWLRQRQVDIHSURFHGXUHVIRU
KDQGOLQJKD]DUGRXVVXEVWDQFHV)LUVWDLGSURYLVLRQVLQRFXODWLRQVLQGLYLGXDOPHGLFDO
UHTXLUHPHQWVORJJLQJRIORFDWLRQURXWHDQGH[SHFWHGUHWXUQWLPHVRIORQHZRUNHUV(VWDEOLVK
HPHUJHQF\SURFHGXUHVPHDQVRIUDLVLQJDQDODUPEDFNXSDUUDQJHPHQWV:RUNLQJZLWK
FROOHDJXHVSDLUV/RQHZRUNLQJLVQRWSHUPLWWHGZKHUHWKHULVNRISK\VLFDORUYHUEDO
YLROHQFHLVDUHDOLVWLFSRVVLELOLW\7UDLQLQJLQLQWHUYLHZWHFKQLTXHVDQGDYRLGLQJGHIXVLQJ
FRQIOLFWIROORZLQJDGYLFHIURPORFDORUJDQLVDWLRQVZHDULQJRIFORWKLQJXQOLNHO\WRFDXVHRIIHQFH
RUXQZDQWHGDWWHQWLRQ,QWHUYLHZVLQQHXWUDOORFDWLRQV&KHFNVRQ+HDOWKDQG6DIHW\VWDQGDUGV	
ZHOIDUHIDFLOLWLHVRIWUDYHODFFRPPRGDWLRQDQGRXWVLGHRUJDQLVDWLRQV6HHNLQIRUPDWLRQRQ
VRFLDOFXOWXUDOSROLWLFDOVWDWXVRIILHOGZRUNDUHD 
([DPSOHVRI6DIHW\(TXLSPHQW+DUGKDWVJRJJOHVJORYHVKDUQHVVZDGHUVZKLVWOHVERRWV
PRELOHSKRQHHDUSURWHFWRUVEULJKWIOXRUHVFHQWFORWKLQJIRUURDGVLGHZRUNGXVWPDVNHWF 
 
,IDSURSRVHGORFDOLW\KDVQRWEHHQYLVLWHGSUHYLRXVO\JLYH\RXUDXWKRULW\IRUWKHULVNDVVHVVPHQW
VWDWHGRULQGLFDWHWKDW\RXUYLVLWZLOOEHSUHFHGHGE\DWKRURXJKULVNDVVHVVPHQW 
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1RULVNVEH\RQGWKRVHRIHYHU\GD\OLIH 
 
 
 
 
 
3/($6(5($',1)250$7,2129(5/($)$1'6,*1$6$335235,$7( 
 
'(&/$5$7,217KHXQGHUVLJQHGKDYHDVVHVVHGWKHDFWLYLW\DQGWKHDVVRFLDWHGULVNVDQG
GHFODUHWKDWWKHUHLVQRVLJQLILFDQWULVNRUWKDWWKHULVNZLOOEHFRQWUROOHGE\WKHPHWKRGVOLVWHG
DERYHRYHU7KRVHSDUWLFLSDWLQJLQWKHZRUNKDYHUHDGWKHDVVHVVPHQWDQGZLOOSXWLQSODFH
SUHFDXWLRQVFRQWUROPHDVXUHVLGHQWLILHG 
1%5LVNVKRXOGEHFRQVWDQWO\UHDVVHVVHGGXULQJWKHILHOGZRUNSHULRGDQGDGGLWLRQDOSUHFDXWLRQV
WDNHQRUILHOGZRUNGLVFRQWLQXHGLIWKHULVNLVVHHQWREHXQDFFHSWDEOH 
 
6LJQDWXUHRI)LHOGZRUNHU
6WXGHQW6WDII 
««««««««««
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'DWH «««««««
« 
6LJQDWXUHRI6WXGHQW6XSHUYLVRU «««««««««« 'DWH ««««««« 
$33529$/21(21/< 
6LJQDWXUHRI 
&XUULFXOXP/HDGHU
XQGHUJUDGXDWHVWXGHQWVRQO\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« 
6LJQDWXUHRI5HVHDUFK'HJUHH
&R-RUGLQDWRURU 
0DVWHUV&RXUVH/HDGHURU 
7DXJKW0DVWHUV&XUULFXOXP
/HDGHU 
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6LJQDWXUHRI5HVHDUFK&HQWUH
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IRUVWDIIILHOGZRUNHUV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),(/':25.&+(&./,67 
1. (QVXUHWKDWDOOPHPEHUVRIWKHILHOGSDUW\SRVVHVVWKHIROORZLQJDWWULEXWHVZKHUHUHOHYDQW
DWDOHYHODSSURSULDWHWRWKHSURSRVHGDFWLYLW\DQGOLNHO\ILHOGFRQGLWLRQV 
9 6DIHW\NQRZOHGJHDQGWUDLQLQJ" 
9 $ZDUHQHVVRIFXOWXUDOVRFLDODQGSROLWLFDOGLIIHUHQFHV" 
9 3K\VLFDODQGSV\FKRORJLFDOILWQHVVDQGGLVHDVHLPPXQLW\SURWHFWLRQDQGDZDUHQHVV" 
9 3HUVRQDOFORWKLQJDQGVDIHW\HTXLSPHQW" 
9 6XLWDELOLW\RIILHOGZRUNHUVWRSURSRVHGWDVNV" 
+DYHDOOWKHQHFHVVDU\DUUDQJHPHQWVEHHQPDGHDQGLQIRUPDWLRQLQVWUXFWLRQJDLQHGDQGKDYH 
WKHUHOHYDQWDXWKRULWLHVEHHQFRQVXOWHGRULQIRUPHGZLWKUHJDUGWR 
9 9LVDSHUPLWV" 
9 /HJDODFFHVVWRVLWHVDQGRUSHUVRQV" 
9 3ROLWLFDORUPLOLWDU\VHQVLWLYLW\RIWKHSURSRVHGWRSLFLWVPHWKRGRUORFDWLRQ" 
9 :HDWKHUFRQGLWLRQVWLGHWLPHVDQGUDQJHV" 
9 9DFFLQDWLRQVDQGRWKHUKHDOWKSUHFDXWLRQV" 
9 &LYLOXQUHVWDQGWHUURULVP" 
9 $UULYDOWLPHVDIWHUMRXUQH\V" 
9 6DIHW\HTXLSPHQWDQGSURWHFWLYHFORWKLQJ" 
9 )LQDQFLDODQGLQVXUDQFHLPSOLFDWLRQV" 
9 &ULPHULVN" 
9 +HDOWKLQVXUDQFHDUUDQJHPHQWV" 
9 (PHUJHQF\SURFHGXUHV" 
9 7UDQVSRUWXVH" 
9 7UDYHODQGDFFRPPRGDWLRQDUUDQJHPHQWV" 
 
,PSRUWDQWLQIRUPDWLRQIRUUHWDLQLQJHYLGHQFHRIFRPSOHWHGULVNDVVHVVPHQWV2QFHWKHULVN
DVVHVVPHQWLVFRPSOHWHGDQGDSSURYDOJDLQHGWKHVXSHUYLVRUVKRXOGUHWDLQWKLVIRUPDQGLVVXHD
FRS\RILWWRWKHILHOGZRUNHUSDUWLFLSDWLQJRQWKHILHOGFRXUVHZRUN,QDGGLWLRQWKHDSSURYHU
PXVWNHHSDFRS\RIWKLVULVNDVVHVVPHQWLQDQDSSURSULDWH+HDOWKDQG6DIHW\ILOH 
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